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ABSTRACT 
The Validity of Awarding Credit by Examination 
in English Composition 
by 
Mark Guymon Christensen, Doctor of Philosophy 
Utah State University, 1973 
Major Professor: Dr. Keith T. Checketts 
Department: Psychology 
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This study investigated the validity of excusing students from composi-
tion courses based upon an objective examination. 
Utah State University (USU) students who had taken freshman composi-
tion courses during the 1970-71 school year when these courses were required 
of all entering freshman students were divided into two groups: one group was 
composed of those who had received an "A" or "B" for three freshman composi-
tion courses, while the other group had received a- "C" or "D" for the same 
courses. USU students who had been excused from taking freshman composi-
tion courses based on the CLEP General Examination in English Composition 
(CLEP) during the 1971-72 school year when all entering freshman students 
were required to take the C LEP were divided into two groups: one group had 
scored above 449 on the CLEP and the other group had scored from 390-449. 
In addition, students who had been excused from the same composition require-
ment based on a score above 2 on the Advanced Placement Test in English 
Composition (AP) were included in the study. A random sample of 25 from 
each of the above groups participated in the study. 
All subjects completed an essay test (CLEP Subject Examination in 
English Composition--Essay Section) and an objective test (CLEP Subject 
Examination--Objective Section). The essay test was rated independently 
viii 
by three members of the USU English Department, and an inter-rater reliabil-
ity coefficient of . 83 was obtained using analysis of variance techniques. 
Results showed that on the bases of both the essay test and the objec-
tive test there was no significant difference in the writing ability of the two 
groups of students who had completed freshman composition courses and the 
two groups of students who had been excused from freshman composition 
courses based on the C LEP. On the bases of both of these tests, the students 
who scored above 2 on the AP test scored above all other groups in the study; 
the students who scored above 449 on the CLEP scored second to the AP stu-
dents and very much like the students who had received an average of "A" or 
"B" in freshman composition courses; the students who scored 390-449 and 
those who received a "C" or "D" in composition courses received virtually iden-
tical scores on the essay and objective tests. 
Based on multiple regression analysis, the objective test was found to 
be a much better predictor of freshman English grades than the essay test. 
In addition, the essay test was found to add little to the prediction of freshman 
composition grades provided by the objective test alone. 
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Based on the findings of the study, it was concluded that the C LEP 
had been accurately applied at USU. Based upon the assumption that fresh-
man composition grades are a valid measure of writing ability, it was also 
concluded that the objective test used in the study was a more valid measure 
of writing ability than the essay test, and further concluded that the objective 
test could predict writing ability quite accurately independent of the essay 
test. 
In consideration of the previous conclusions, it was concluded that a 
strictly objective test can validly be used to excuse students from freshman 
composition courses. 
(118 pages) 
CHAPTER I 
THE PROBLEM 
Introduction 
1 
Development of the ability to write has been considered of such impor-
tance in the American school system that traditionally, writing instruction be-
gins with the student's first year in school and continues into the collegiate 
experience. 
While the importance of acquiring the ability to write seems to be uni-
versally accepted, there is considerable disagreement concerning what con-
stitutes a reliable and valid assessment of writing ability. 
Although a single assessment of writing ability from a writing sample 
was traditionally regarded as reliable and valid, as early as 1888 Edgeworth 
"unearthed evidence documenting the unsatisfactory nature of the methods adopted 
in assessing essay or composition ability." (Anderson .. 1960, p. 95) 
Since 1888, many studies have been conducted which have attempted to 
find ways of assessing writing samples reliably. Braddock et al. (1963) have 
reviewed 502 English composition studies conducted since 1902 many of which 
deal with or provide evidence of problems of low reliability. More recent liter-
ature discusses similar types of problems (McColly, 1970). 
While attempts to reliably assess a writing sample have rarely proved 
successful, s·nce the 1930's objective assessments of writing ability have been 
found to be more reliable and valid than subjective assessments (Huddleston, 
1954; Pidgeon and Yates, 1957; Cowles and Hubbard, 1952; Stalnaker, 1933). 
Nevertheless, some have tenaciously held to the belief that for assessments 
of writing ability to be valid they must be based to some extent, at least, 
upon a writing sample. 
Purpose of the Study 
2 
Although differences of opinion concerning the validity of certain 
methods of assessing English composition ability still exist, the use of strict-
ly objective tests as the basis for awarding credit for composition has recently 
come into wide use. Yet, an examination of recent literature suggests that 
little, if any, research has been conducted which has directly tested the validity 
of using either an objective test or an essay test as the basis for excusing stu-
dents from freshman English. The purpose of this study is to more directly 
assess the validity of the use of essay and objective methods to excuse students 
from freshman English. 
Organization 
The first chapter of this study is an introduction to the study and includes 
an overview of the problem, a statement of the problem, a definition of terms, 
an outline of the procedures used to collect data for the study, and a listing of 
the questions the study will attempt to answer. 
In providing a framework for the present study, the second chapter 
discusses literature pertaining to the assessment of writing ability from an 
essay test. Studies comparing essay and objective tests of writing ability 
are then discussed. This discussion is followed by a review of data from 
studies which compared the improvement in writing ability of students who 
3 
were taught composition in different ways. Data from studies similar to the 
present study in which students who have taken freshman English are compared 
to students who have not taken freshman English are then presented. Finally, 
studies of the validity of credit by examination, in general, and then, specifi-
cally, studies of the validity of the CLEP General Examination in English Com-
position are discussed. 
Although the review of literature does not attempt to discuss exhaustively 
the topics presented, it does attempt to provide a background of recent and sig-
nificant research conducted in the areas considered. No attempt was made to 
discuss areas of composition which did not seem relevant to the present study 
such as the role of environmental factors on composition, etc. 
The procedures, sample, and instruments used in the study are discussed 
in Chapter III. In addition, a discussion of the questions and hypotheses of the 
study is given. 
Chapter IV presents the data pertaining to the hypotheses of the study, 
while Chapter V discusses the findings and summarizes the study. 
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Statement of the Problem 
The problem is to determine whether students can validly be excused 
from, or can validly receive credit for meeting a college composition require-
ment by means of an objective test. 
Objective of the Study 
A main objective of this study was to more directly assess the validity 
of the practice of granting college composition crecit by strictly objective 
examination. 
Definition of Terms 
Some of the terms and abbreviations used in this study are defined 
below. 
CEEB. -- This abbreviation refers to the College Entrance Examination 
Board which developed the College-Level Examination Program. The College 
Entrance Examination Board was organized in 1900 " ... to provide a channel 
of communication between the schools and colleges and to encourage a degree 
of informity in the secondy school curriculum (Angoff and Dyer, 1971, p. 1)". 
Although, " ... examinations were secondary to the main purpose of the Board 
" ... ' the Board is probably best known by its examinations. 
CLEP. --This abbreviation is used to denote the College-Level Examina-
tion Program. 
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Essay Test. - - The term "Essay Test" refers to the essay part of the 
CLEP Subject Examination in English Composition which was given to the sub-
jects in the study. The Essay Test is described in Chapter III. 
Freshman English . -- When "Freshman English" is capitalized it refers 
to English 101, 102 and 103 taught at Utah State University. A description of 
Freshman English will be presented in Chapter III of this study. 
Freshman English Requirement. -- During the 1970-71 Utah State Uni-
versity school year and for many years prior to that time, the completion of 
English 101, 102, 103 or scoring 3, 4, or 5 on the Advanced Placement Test in 
English Composition was a graduation requirement. 
Beginning with the Fall Quarter, 1971, the Freshman English Require-
ment was changed so that it could also be met by students who scored above 
389 on the CLEP General Examination in English Composition which all Utah 
State University freshman students were required to take in the fall of 1971. 
Students who scored from 390-449 on the CLEP General Examination in English 
Composition met the Freshman English Requirement, but did not receive En-
glish credit. Students who scored above 449 met the Freshman English Re-
quirement, and received English credit. 
Objective Test. -- The term "Objective Test" refers to the objective part 
of the CLEP Subject Examination in English Composition. The Objective Test 
is described in Chapter III. 
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Reliability.-- "As used in psychometrics, the term reliability always 
means consistency. . . . Reliability can be checked with reference to temporal 
fluctuations, the particular selection of items or behavior sample constituting 
the test, the role of examiners or scorers, and other aspects of the testing 
situation" (Anastasi, 1969, p. 29). 
Reliability has an important connection to validity. Reliability is 
" a necessary but not sufficient condition for any type of validity. " (Nunnally, 
1967, p. 217). The upper limit of validity is the square root of reliability. 
Validity. -- "Undoubtedly the most important question to be asked about 
any psychological test concerns its validity, i.e., the degree to which the test 
actually measures what it purports to measure.... The determination of 
validity usually requires independent, external criteria of whatever the test is 
designed to measure. For example, if a medical aptitude test is to be used in 
selecting promising applicants for medical school, ultimate success in medical 
school would be a criterion" (Anastasi, 1969, p. 28). 
Procedures for the Study 
With the need for data concerning whether students can validly be ex-
cused from meeting a college composition requirement, the basic design of the 
present study was to compare the writing ability of students who had met a com-
position requirement by completing composition courses with the writing abilities 
of students who had met a composition requirement by examination. 
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During the 1970-71 school year and for many years prior to that year, 
all freshman students at Utah State University who had not received Advanced 
Placement credit in English Composition were required to take Freshan English. 
The following year (1971-72), all Utah State University freshmen students who 
had not received Advanced Placement credit in English Composition were re-
quired to take the C LEP General Examination in English Composition. 
In attempting to determine whether students can validly be excused from 
meeting a composition requirement based on either an essay test, or an objec-
tive test, the writing abilities of groups of students who had completed Freshman 
English during the 1970-71 school year were compared with the writing abilities 
of students who were excused from Freshman English during the 1971-72 school 
year. In addition, a group of students who received Advanced Placement credit 
in English Composition during the 1971-72 school year participated in the study. 
Using a table of random numbers, a sample of 25 students was selected 
from each of the following categories: 
1. Freshman English (A-B) 
1970-71 Utah State University freshman students who received a 
Freshman English grade-point average of "A"or "B". 
2. Freshman English (C-D) 
1970-71 Utah State University freshman students who received a 
Freshman English grade-point average of "C" or "D". 
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3. CLEP Credit 
1971-72 Utah State University freshman students who scored above 
449 on the CLEP General Examination in English Composition . 
4. CLEP Waiver 
1971-72 Utah State University freshman students who scored 390-
449 on the C LEP General Examination in English Composition. 
5. Advanced Placement 
1971-72 Utah State University freshman students who had re-
ceived Advanced Placement credit in English Composition. 
In selecting the categories for the study, it was assumed that the CLEP 
credit students and the Freshman English (A-B) students were from the same 
population in terms of writing ability since they have been treated similarly 
with regard to the Freshman English Requirement. Likewise, it was assumed 
that the CLEP Waiver and Freshman English (C-D) students were from the same 
population in terms of writing ability. 
The ability of the CLEP Credit and Freshman English (A-B) students 
was assumed to be above the abilities of the CLEP Waiver and Freshman 
English (C-D) students. The Advanced Placement students were assumed to 
have very high ability. 
Because data was needed concerning the validity of excusing students 
from composition courses based on either an essay or an objective test, all 
students in the study were given both an essay and an objective test. The 
essay test was scored by three members of the Utah State University English 
department, while the objective test was machine scored. 
Questions 
In consideration of the problem and design of the study the following 
questions were framed: 
1. Can essay raters rate reliably? 
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2. Is there a difference in the Essay Test scores of the five groups 
who have met a Freshman English Requirement in one of the follow-
ing ways: (1) scoring 3, 4, or 5 on the Advanced Placement Test in 
English Composition; (2) scoring 390-449 on the CLEP General 
Examination in English Composition; (3) scoring 450 or above on 
the CLEP General Examination in English Composition; (4) taking 
Freshman English and receiving a Freshman English grade-point 
average of 2. 7 - 4. O; (5) taking Freshman English and receiving a 
Freshman English grade-point average of 1. 0 - 2. 3? 
3. When ability is held constant, is there a difference in the Essay 
Test scores of the five groups? 
4. Is there a difference in the Essay Test scores of students who have 
taken Freshman English and students who have not taken Freshman 
English? 
5. When ability is held constant, is there a difference in the Essay 
Test scores of students who have taken Freshman English, and 
students who have not taken Freshman English? 
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6. Is there a difference in the Objective Test scores of the five groups? 
7. When ability is held constant, is there a difference in the Objective 
Test scores of the five groups? 
8. Is there a difference in the Objective Test scores of the students 
who have taken Freshman English and the students who have not 
taken Freshman English? 
9. When ability is held constant, is there a difference in the Objective 
Test scores of the students who have taken Freshman English and 
the students who have not taken Freshman English? 
10. Is there a difference in the proportion of the variability of Freshman 
English grades that the Essay Test and the Objective Test explain? 
Summary 
In introducing the study, this chapter has suggested that there is a need 
for a more direct assessment of the validity of the widely used practice of ex-
cusing students from composition courses based on a strictly objective assess-
ment of their writing ability. 
Some of the terms and abbreviations used in the study were defined. 
The procedures this study used as well as the questions this study has attempted 
to answer were also presented. 
CHAPTER II 
REVIEW OF LITERATURE 
Introduction 
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While evaluation has always been an essential part of the educational 
process, evaluation of the ability to write has posed a unique evaluation problem. 
Reporting implications of National Assessment writing results, Farrell 
(1971), Assistant Executive Secretary National Council of Teachers of English, 
indicated that problems of assessment continue to be one of the perplexing areas 
of English. 
Palmer (1960, p. 8) emphasized the complexity that the writing assess-
ment problem has been to the College Entrance Examination Board when he 
stated: "The task of the College Board of English Examiners, beyond any ques-
tion, has been the most complex, most vexing, and most baffling that any College 
Board test committee has had to face. Certainly no committee has spent more 
time in sober appraisal and painful reappraisal of its work, and no (other] Col-
lege Board examination across the years has undergone so many alterations and 
refinements. 
A brief history of some of the "alterations and refinements" of the Col-
lege Board's English tests can be found in French, 1961; Fremer and Chandler, 
1971; and Palmer, 1960. 
12 
While teachers have always been concerned about time spent in grading 
papers, relatively recently they have shown more concern with evaluation. 
Logan (1970, p. 548) stated that, "If the number of articles that deal with com-
position evaluation published in professional journals within the last five years 
is an indication of concern about composition evaluation, English teachers are 
concerned." 
Denby (1968, p. 1215), a staff writer for the English Journal, expressed 
about the same opinion as Logan when he stated that, "composition evaluation 
remains an important concern of teachers of English in colleges and secondary 
schools. One indication of this is that eighteen English Journal articles have 
been devoted solely or in large part to the topic in the last five years. " 
Essay Rating 
While evaluation remains a problem, several researchers have attempted 
to summarize what is known about the evaluation of a writing sample (Braddock, 
1969; Braddock, et al., 1963; Coffman, 1969; French, 1961; Finlayson, 1951; 
and McColly, 1970). A discussion will be given of some of the aspects of rating 
writing samples suggested by these writers and others. Relevant research, when 
available, will be discussed. 
In behalf of the National Council of Teachers of English, Braddock et al. , 
(1963) reviewed 504 studies of research conducted in written composition. Based 
upon their review of research and experience in this area of composition rating, 
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Braddock et al. (1963) classified the variables having to do with the judging of 
writing ability into four areas of variability. The first is the "writer variable," 
which refers to the students' variability in writing quality on different days. 
The second is the "assignment variable" which includes writing variability due 
to differences in the " ••• topic, the mode of discourse, the time afforded for 
writing, and the examination situation." (p. 7). The third area is the " ... 
rater-variable--the tendency of a rater to vary his own standards of evaluation." 
Included in this area are the "personal feelings" of the rater and "rater fatigue." 
The fourth area is the " ..• college variable--the tendency of several raters to 
vary from each other in their evaluations. " 
Research relating to these and other topics will be discussed. 
The writer variable 
French (1961) states that although essay and objective tests contain varia-
tions in the quality of students test performance from one day to the next, this 
"student error" variability is greatly increased when the student does not write 
according to the criteria the examiner is using as the basis of judgment. Kin-
caid (1953) found significant differences in the quality of student writing on a 
day-to-day basis. 
The topic 
Of the categories discussed by Braddock et al. (1963) in the area of the 
"assignment variable" the topic was the only category in which specific research 
was found. Several researchers have shown that an individual's essay score 
is significantly related to the essay topic (Finlayson, 1951; Godshalk et al., 
1966; Kincaid, 1953; Newberry, 1967; and Wisemen and Wrigley, 1958). 
Coffman (1969, p. 11) explained the situation in this way: 
There has been a tendency to emphasize the problem of 
reading reliability to the exclusion of other aspects of reliability. 
The major limitation of the essay examination is not that it is 
difficult to grade reliably but rather that in comparison to short 
answer or choice-type tests it permits only a limited sample of 
the student's achievement to be collected. . . . Since reading is 
much more rapid than writing, more material can be covered 
in an objective than an essay examination and since students dif-
fer in their ability to answer different questions, the reliability 
of a test is a function of the number of questions rather than the 
time involved. An inadequate sample, even if it is read with 
high reliability, cannot provide a reliable score. 
Greene and Petty (1963, p. 517) make similar suggestions when they 
state that, 
Reliable evaluation of the written products of an indi-
vidual can be obtained only by (1) securing an extensive series 
of samples of his written expression; and (2) securing repeated 
ratings of the samples by an expert judge; or (3) securing many 
independent ratings by expert judges; or (4) by a combination of 
all three steps. 
Kincaid (1953) found no significant difference in group's mean scores 
from one topic to another when he compared the same group on different 
topics. 
14 
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Rater fatigue 
After examining the data from a five-day rating session conducted at 
Educational Testing Service , Myers et al. (1966) showed that inter-rater 
reliability was significantly lower on the fifth day of the five-day session than 
it was on the previous four days. Coffman and Kurfman (1968) also found that 
fatigue was a significant factor in obtaining reliable ratings. 
Rater disagreement 
Differences of opinion concerning what constitutes good writing as 
reflected by low reliability has been so typical in research studies of composi-
tion rating that Braddock (1969, p. 455) stated, "It is common knowledge that 
the grading of compositions is notoriously unreliable." A few of the studies 
in which grading reliability, in general, has been investigated include: 
Fostvedt, 1965; French, 1961; Smith, 1970; and Storey, 1968. 
In an extensive study in which 53 graders from six different disciplines 
each graded 300 papers, Diederich, French, and Carlton (French, 1961) found 
that the inter-rater reliability was . 31. 
Common criteria 
Studies have generally indicated that to use common criteria increases 
grading reliability. 
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However, the use of common criteria alone is not sufficient to produce 
acceptable reliability (Fostvedt, 1965). 
High reliability by multi-marking 
Coffman (1969, p. 11) states that "since a major portion of the error 
variance is contributed by differences in the ordering of papers by different 
readers, a high reliability of reading almost always involves the summing of 
ratings of a number of different readers." Coffman's conclusion is confirmed 
by the findings of several researchers (Britton, et al. 1966; Godshalk et al., 
1966; Kincaid, 1953; Lindell, 1971; and Veal et al., 1971). Pilliner (1969) 
investigated the validity of the use of multiple raters as advocated by Wiseman 
(1949). Pilliner states that Cox (1968) " ..• criticized the use of several 
markers .•• on the ground that the reliability may be increased at the expense 
of meaning" (p. 313). Pilliner presented a mathematical discussion of the 
Wisemen and Cox viewpoints and concluded: (p. 315) 
There is some substance to this criticism [by Cox] 
if each marker is highly self-consistent and if at the same 
time each agrees poorly with every other. . . • If, on the 
other hand there is a fair measure of agreement among indi-
vidual markers about the scripts' merits, the aggregated 
marks from a team of markers will be a valid expression 
of the team's consensus of opinion, the reliability of which 
will increase as the size of the team increases. 
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Neatness and composition errors 
Marshall and Powers (1969) have given evidence that essay grades 
are significantly affected by the neatness of the handwriting , as well as spelling 
and grammatical errors, when raters are significantly instructed to grade on 
content alone. Similar results were obtained in a related study (Scannell and 
Marshall, 1966). 
Length of scale 
While little research was found which directly compared the reliability 
obtained when various scale lengths were used, Godshalk et al. (1966) found 
that a 4-point rating scale was superior to a 3-point scale. McColly (1965) 
found no statistically significant difference in the reliability obtained when 
using either a 4-point or 6-point scale. Jewell et al. (1969) stated a prefer-
ence for a 9-point scale over a 4-point scale but gave no justification for their 
preference. 
Holistic vs. analytical reading 
judgments 
Coffman and Kurfman (1968) directly compared the reliabilities they 
obtained when they used holistic or global judgments of writing ability and 
analytical judgments. The researchers found no significant difference in the 
reliabilities obtained using either approach. Other studies have indicated that 
reliable ratings can be obtained when either holistic (Finlayson, 1951; 
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Godshalk et al. , 1966) or analytical (Stalnaker and Stalnaker, 1934; Buxton, 
1958) reading judgments are made. 
Summary of rating compositions 
An examination of the literature pertaining to the assessment of writing 
ability has shown some of the difficulties involved. McColly (1970, p. 155) 
stated that "· .• to measure writing ability properly [from a writing sample '] 
is expensive, complicated, and difficult." Coffman (1969, p. 10) echoed 
some of the same feelings when he stated that "in most cases ••• reliable 
reading is achieved only at considerable cost in time and effort" (Swineford, 
1956; Finlayson, 1951). 
Objective and Essay Tests of Writing Ability 
Comparison of essay and 
objective tests 
While the reliability of objective tests of writing ability is generally 
accepted, crit~ '·such tests have repeatedly questioned their validity. 
Braddock et al. (1963, p. 42) expressed the opinions of many critics of objec-
tive tests when they stated: "The most serious charge against multiple-choice 
tests is their lack of validity. Not only do they not require the examinee to 
perform the actual behavior being measured--he does no actual writing, but 
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these tests also make little or no attempt to measure the 'larger elements' 
of composition, even indirectly." 
Although this charge continues to be made, several investigators who 
have investigated the unique contributions of essay and objective tests have 
concluded that they measure essentially the same things (Bracht and Hopkins, 
1970; Godshalk et al., 1966; Modu, 1972; Pattersen, 1926; Pidgeon and Yates, 
1957; Vernon, 1962; and Weidman, 1933). 
Bracht and Hopkins (1970, p. 363) who investigated " ..• the extent to 
which essay and objective tests measure the same or different abilities when 
instruction or content are held constant" reached the following conclusion: 
Many of the current convictions about the relative 
strengths and weaknesses of essay and objective tests seem 
to be based on impressionistic observations, not on empiri-
cal research findings. The findings of this study, together 
with the results yielded by an extensive literature search 
(Bracht and Hopkins, 1968), revealed that, with few excep-
tions, the evidence does not support the common assumption 
that essay and objective tests measure different variables, 
after allowance is made for errors of measurement (Cowles, 
and Hubbard, 1952; Horn, 1966; Patterson, 1926; Stake and 
Sjogren, 1964; Thompson, 1965; Vernon, 1962; Widemann 
and Newens, 1933). 
This same question concerning the relationship between essay and 
objective measures of writing ability was investigated in an extensive study 
conducted by Godshalk, Swineford and Coffman (1966). In this study, five 
samples of writing for which students were permitted to write a total of two 
hours and 20 minutes were obtained from each of 646 students. Each sample 
was scored independently by five readers, and therefore, the total score for 
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each individual was the summation of the scores obtained from 25 independent 
readings. The inter-rater reliability obtained was • 92. The score reliability 
(reliability of an individual's score from topic to topic) was • 84. 
Having established a reliable and valid criterion of writing ability, 
the scores these same 646 individuals obtained from objective tests were corre-
lated with the criterion. Combinations of three objective tests (a one-hour test) 
were correlated with the criterion measure. Correlation coefficients of from 
. 717 to • 748 were obtained when twelve combinations of three objective tests 
were correlated with the criterion measure. The score from a 20-minute 
essay, when added to the one-hour objective score did increase the correlation 
with the criterion from . 023 to . 036 to . 042 depending on whether the essay 
had been read two, three, or four times. Godshalk et al. (1966, p. 41) stated 
that "the addition to prediction is real but small." 
In reference to the above data, Edward S. Noyes, a CEEB vice-presi-
dent, stated: (1963, p. 10) 11 ••• it seems impossible to justify any longer the 
criticism that the ECT [English Composition Test]--whether it consists of objec-
tive items only or includes an interlinear exercise is not a sound measure of the 
ability to write. 11 Several years prior to this time, Noyes (1949, p. 120) had 
questioned the validity of objective attempts to measure writing ability, which 
he had stated (p. 120) 11 ••• can only be discovered by giving the student a blank 
page and a pencil and setting him to write. 11 Pidgeon and Yates (1957, p. 47) 
reached about the same conclusion others have reached regarding the differences 
between essay and objective tests when they stated: " ••. the difference between 
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the content of such examinations [essay tests] and those of objective tests is 
by no means so large as has been supposed. The difference is one of format 
" 
An explanation of the evidence that essay and objective tests measure 
essentially the same things was given by Noyes (1961, p. 37) when he stated: 
"English is a combination of skills and knowledge, so intricately intertwined 
that a direct measure of one is likely to afford an indirect measure of another." 
While the evidence suggests that well-designed essay and objective tests 
measure essentially the same things, research evidence has typically favored 
" ••• well-constructed objective tests whether the criterion was judging of 
writing skill (Huddleston, 1954) or substantive knowledge (Cowles and Hubbard, 
1952)"(Coffman, 1969, p. 11). 
Based upon the data from a study in which 1500 freshman students wrote 
"several short samples of writing" and took an objective test Stalnaker (1933, p. 
222) concluded: 
In the case of marked differences between the essay 
and objective ratings of a student in English composition the 
objective rating is probably the more valid estimate. Students 
who receive high essay scores and low objective scores tend 
to be an inferior group as judged on the basis of their perfor-
mance in English composition. 
On the other hand, the students who receive high ob-
jective scores and low essay scores tend to be a superior 
group as judged on the basis of either of these two criteria. 
Palmer (1961, p. 318) stated that" •.• objective English test scores 
correlate higher with such criteria as course grades in English and teachers' 
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rating of student writing ability than do essay test scores." Other researchers 
have reached similar conclusions (Knickerbocker, 1951; Pidgeon and Yates, 
1957). Pidgeon and Yates (1957, p. 47) stated: 
The results of the experiments that we have outlined, 
• ~ • 1 show that even in ideal conditions, which cannot in prac-
tice be contrived--that is, with a faultless system of marking--
papers of this kind [essay] do not achieve the level of reliabil-
ity that is maintained by objective tests, nor do they achieve 
the same degree of validity. 
It would appear, therefore, that authorities are con-
fronted with the difficult choice between adequate instruments 
that seem to have unfortunate bachwash effects and less re-
liable and valid forms of assessment that may conceivably--
although there is no firm evidence on this point--exert a more 
desirable influence on the education of primary schools. 
Motivation 
While some have contended that essay tests are needed to motivate 
students and teachers, the data from two studies conducted by French (1956, 
1957) suggest that there is serious reason to doubt this supposition. French 
(1957) found that while high school teachers strongly favored the use of an 
essay test by the College Board in its college entrance examination testing 
program, ". • • essay tests have less effect on the amount of writing practice 
than do the factors of enrollment, competing activities, and even administra-
tive pressure" (p. 201). 
In the second study conducted by French (1956) concerning student 
preparation and motivation for essay and objective tests, Fremer and Chandler 
(1970, p. 164) reported: 
At the outset, both essay and objective tests were 
given to four groups of students. Two groups were told that 
their final examination would be of the essay type and two 
were told that it would be of the objective type. Actually, 
both types were given to all groups. After the second testing, 
only a few students [14 percent] said that they had done any-
thing special to prepare themselves for the expected type of 
test. The 'after' scores on a particular test type were not 
much different for students expecting that type of test than 
for those not expecting it; further, there was no real advan-
tage on the 'after' test for students who said that they had 
prepared for that particular type of test. 
Studies of Methods 
Although studies of methods are not directly related to the current 
problem, because such studies are prevalent in the literature dealing with 
the evaluation of English composition, some discussion will be given of the 
nature and findings of such studies. The studies in this section were areas 
in which both the experimental and control groups received some type of 
English instruction. 
A great number of studies have been conducted comparing the effec-
tiveness of various methods of writing instruction on the improvement of the 
writing ability of college freshmen. Some of those conducted in the last few 
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years include (Becker, 1972; Buggs, 1969; Burman and Flaherty, 1968; Cohen, 
1971a; Newcomb, 1970; Sears, 1970; Underwood, 1969; Wahlberg, 1970). While 
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significant differences between methods are rare, researchers have occasion-
ally reported such findings (Buxton, 1958; Lokke and Wykoff, 1948). 
In regard to the methods studies which have compared writing frequency, 
Braddock 1969, p. 454) states that "it seems quite evident that mere frequency 
of writing, without motivation to write well or careful instruction in how to 
write well, produces no measurable results over a period as short as a 
semester. " 
Diederich (1966) indicated that the reason few significant differences 
were found in experiments comparing writing improvement using essay tests 
to measure writing achievement was due, generally, to the unreliability of 
grading. 
Recognizing that traditional methods of teaching writing (particularly 
the marking of papers) demonstrated limited effectiveness in changing students 
writing behaviors, several educators in recent articles have suggested new ap-
proaches to marking papers (Cohen, 197lb; Hipple, 1972; Monsen, 1971; Nel-
son, 1967; Vogler, 1971). 
Two studies in which methods were compared using sections of remed-
ial freshman college English students also showed non-significant results 
(Schneider, 1970; Fadule, 1969). However, significant differences were 
found in a study with "retarded" college students (Maize, 1954). 
Some studies comparing methods in secondary and elementary schools 
have also given non-significant results (Buxton, 1963; Heys, 1962; Hillerich, 
1971). 
Related Studies 
Several studies were found which compared the writing improvement 
of college students who enrolled in and completed college English courses 
with those who did not (Beck, 1968; Braddock and Statler, 1968; DiRusso, 
1971; Jewell et al., 1966, 1969, 1970). 
Jewell, et al. (1969) conducted a study to determine if significant 
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gains in writing ability could be uniquely attributed to freshman composition 
instruction. Entering freshman students from five state universities were 
given the Cooperative English Tests--English Expression (COOP), The Col-
lege Entrance Examination Board English Composition Test (CEEB), and a 
Theme. Based on their scores on these three measures, students were 
matched. One of each matched pair was randomly assigned to freshman 
English (experimental group), while the other was not permitted to enroll in 
freshman English (control group). At the end of the first, second, and fourth 
semesters of school students again took the three tests. The results showed 
that there was a significant difference in favor of the experimental group on 
the basis of the COOP and the Theme at the end of the first semester. At the 
end of the second semester, the experimental performed significantly better 
than the control group on the COOP only. No significant differences were found 
between the experimental and control groups on any of the measures at the end 
of the fourth semester. Throughout the study, women were found to be con-
sistently better than men. 
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Kitzhaber (1963) reported a study comparing the writing of freshman, 
sophomore and senior men at Dartmouth College. He found that " ••• sopho-
mores made almost as many errors in their writing after a year and a half of 
college as freshmen do at the beginning of English 1 and more than freshmen 
make at the end of English 1. Seniors are worse than sophomores, having 
made more errors in their papers than freshmen do at the beginning of English 
1. II (P• 109) The sophomore and senior students in the study had completed 
both of the required freshman English courses at Dartmouth, or had been 
exempted from one or both courses. 
Similar studies which also found few, if any, instances of significance 
between groups who had or had not completed freshman English were reported 
by Jewell, et al., 1970; Jewell, et al., 1966; Beck, 1968. Two studies con-
ducted with remedial students also showed no significant differences between 
groups (DiRusso, 1971; Loak, 1971). 
Several of the studies reported that women consistently performed 
better than men on tests of writing ability (Beck, 1968; Jewell et al., 1969, 
1966). In reviewing studies of freshman writing, Braddock (1969, p. 45) 
stated that " •.• several of these studies were agreed that poor freshman 
writers tend to be male ••. " 
Coffman (1961, p. 117) stated: "It is well known that women tend to 
make higher scores than men on tests of verbal aptitude. " 
Validity of Credit by Examination 
With the expansion of the College- Level Examination Program in the 
1960's, there has been considerable development of credit by examination 
programs in institutions of higher learning. However, credit by examination 
has been a part of the American system of higher education since as early as 
1895 (Fletcher, 1932). 
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Various programs date from 1895 into the 1960's (Dole, 1951; Fletcher, 
1932; Garrett, 1946; Haak, 1953; Jones and Ortner, 1954a, b; Off campus studies 
(Times) ••• , 1963; Pressey, 1949; Schuler, 1965). Attempts at estimating 
validities of the various programs of credit by examination, prior to the CLEP 
program, have generally lacked precision. The studies have compared students 
who received a certain amount of credit by examination with students of similar 
academic and socio-economic backgrounds who received less credit, or who did 
not take the examinations. Generally, credit by examination students have had 
superi'or grade-point averages, and a higher percentage have graduated from 
college (Dole, 1951; Jones and Ortner, 1954a, b; Pressey, 1945; Schuler, 1965). 
Flaugher et al. (1967, p. 119) in reading Pressey' s (1949) review of 
studies of educational acceleration conducted at Harvard (1~13), Columbia 
(1915), University of Minnesota (1910, 1911), Dartmouth (1923), Northwestern 
University (1929), Columbia and Barnard (1921-25), College of the City of New 
York (1930), and Pennsylvania Colleges (1933), stated: "· •• younger entrants 
to these institutions were more likely to graduate, had the be~t academic re-
cords, won more honors, and presented fewer disciplinary difficulties." 
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A study of several hundred Harvard men who entered as sophomores 
through examination, revealed that half of those who graduated received their 
degrees magna cum laude or summa cum laude (Schuler, 1965). 
C LEP validity 
Sharon (1970, 1971a, 1971b) who has summarized a number of unpublished 
studies concerning the validity of the CLEP General Examinations, stated that 
"none of the studies which employed a 'before-after' design to study score gains 
on the GEs [General Examinations] employed a control group. " (1971, p. 480) 
In regard to the construct validity of the tests, Sharon (197lb) reported 
studies by Harris and Booth (1969), French (1965) and Kolby (1969). Harris 
and Booth, and French reported that students showed pre- and post-test gains 
on the various tests while in college. Kolby tested 82 students before and after 
they had completed courses relevant to the examinations. The students made 
significant gains on the English Composition and Natural Sciences Tests • 
• 
This is in contrast to the data from the sophomore norming sample of 
the C LEP General Examination in English Composition. Haven (1967, p. 7) 
stated that "On all but the English examination, students performed best on the 
tests in the same general areas in which they took the most college courses. 
Students with the most college courses in English performed below average 
not only on English but also on all other tests." 
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The scores of 44, 000 men tested while in the service (CEEB, 1968) 
showed that test scores tend to increase with the amount of formal education. 
The analysis of these scores also tend to indicate that the tests are no harder 
for older than younger subjects. 
The scores of about 2500 second-term college students who were the 
national freshman norming sample (Haven, 1967) indicate that test scores on 
the five general examinations correlate positively with relevant high school 
course experiences. 
Data from the approximately 2600 college sophomores who were the 
sophomore norming sample (Haven, 1964), show that the highest mean scores 
on the five tests were obtained by sophomores intending to major in the area 
corresponding to the test. 
The studies involving credit by examination in English composition are 
especially relevant to the current study. Golsby (197) reported that the CLEP 
General Examination in English Composition correlated . 45 with sophomore 
cumulative grade-point average. 
Sharon (1970) reported that six universities conducted studies in which 
the CLEP General Examinations were correlated with overall grade-point aver-
age. "Invariably the English Composition Test was found to be the most valid 
one [it correlated highest with overall grade-point average], with a median 
coefficient of • 46." (p. 344) 
Sharon (1970) reported two studies showing the relationship between the 
CLEP General Examination in English Composition and other tests. The CLEP 
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English Composition test was found to correlate • 61 with the verbal part of the 
Scholastic Aptitude test (Schnitzen, 1969), and to correlate • 65 with the College 
Board's English Composition Test (Warren and Sylvan, 1969). 
Both Sharon (1970, 197la) and Findley, (1972) suggested that CLEP 
tests have a certain insured content validity due to the College Board's com-
mittee system of building tests described by Educational Testing Service (1965). 
Summary 
The literature has suggested that assessment of writing ability from a 
writing sample is at best inconclusive because of day-to-day variations in stu-
dent writing, differences in criteria of raters, and other factors. The litera-
ture has also suggested that, generally speaking, objective tests are better 
measures of writing ability than essay tests. 
While it appears, from the literature, that the value of college composi-
tion courses in improving students' writing ability is uncertain, studies involving 
the CLEP General Examination in English Composition suggest that it has some 
validity. However, a more direct assessment of its validity is needed. The 
current study will attempt to make such an assessment. 
CHAPTER III 
DESIGN AND METHODOLOGY 
Introduction 
In this chapter, a description will be given of the sample, the instru-
ments used, the hypotheses to be tested, and the procedures to be used in the 
study. 
Population and Selection of the Sample 
A radical change in the way the Freshman English Requirement at Utah 
State University could be met during consecutive years enabled a relatively 
direct assessment of the validity of excusing students from Freshman English. 
During the 1970-71 school year and for many years prior to that school 
year, USU had a Freshman English Requirement which could be filled only by 
the completion of English 101, 102 and 103 (Freshman English) or by scoring 
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3, 4, or 5 on the Advanced Placement test in English Composition. The first 
quarter of Freshman English focused on grammar, punctuation, spelling, usage, 
the various ways of developing an essay, etc. The second quarter was directed 
toward the techniques of library research, while the third quarter concentrated 
on writing based on short stories, poetry, essays, etc. 
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Because of the 1970-71 Freshman English Requirement, most of the 
1970-71 freshman class was enrolled in Freshman English during their fresh-
man school year. 
In the fall of 1971, all freshman students who had not met the Fresh-
man English Requirement by the Advanced Placement Test in English Composi-
tion were required to take the CLEP General Examination in English Composi-
tion. Based upon this examination, full credit for Freshman English was 
awarded to students who scored 450 or above, while students who scored from 
390-449 were excused from Freshman English. The CLEP General Examina-
tion in English Composition is a strictly objective examination which is designed 
to test a student's ability to " ••• do the kind of writing that college students 
are generally asked to do .•• , to recognize and solve problems of usage and 
grammar .•. and to identify ••. clear and varied sentences ... " (CEEB, 1968, 
p. s,. 
Using both an essay test and an objective test, this study compared the 
writing ability of students who completed Freshman English during the 1970-71 
school year when it was universally required, with the writing ability of students 
who completed the Freshman English Requirement by the CLEP General Examina-
tion in English Composition during the 1971-72 school year when it was universal-
ly required. 
In attempting to equate the writing ability of students who had taken 
Freshman English with students who had completed the Freshman English Re-
quirement by examination, a random sample of 25 students from each of four 
categories was chosen. In addition, a random sample of students who had 
received Advanced Placement credit in English Composition were chosen for 
the study. The five categories were as follows: 
1. Freshman English (A-B) 
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The sample from this category was taken from a list containing 
the names, courses, and grades of the entire 1970-71 USU fres'h-
man class. Students on this list who had received credit for 
English 101, 102 and 103, and whose English 101-103 grade-point 
average was from 2. 7 to 4. 0 were eligible for this sample. 
2. Freshman English (C-D) 
The sample from this category was taken from a list containing 
the names, courses, and grades of the entire 1970-71 USU fresh-
man class. Students on this list who had received credit for English 
101, 102 and 103, and whose English 101-103 grade-point average 
was from 1. 0 to 2. 3 were eligible for this sample. 
3. CLEP Credit 
A random sample of students who took the CLEP General Examina-
tion in English Composition during the 1971-72 school year and re-
ceived a score of 450 or above were selected for this category. 
4. CLEP Waiver 
A random sample of students who took the CLEP General Examina-
tion in English Composition during the 1971-72 school year and re-
ceived a score of 390-449 were selected for this category. 
5. Advanced Placement 
The sample from this category was taken from a list of 1971-
72 USU freshman students who had received a score of 3, 4, or 
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5 on the C EEB' s Advanced Placement test in English Composition. 
In choosing the various categories for the study it was assumed that the 
students in the Freshman English (A-B) category and the students in the CLEP 
Credit category were from the same population in terms of writing ability, since 
these groups have been treated similarly with regard to the Freshman English 
Requirement. Likewise, it was assumed that the students in the Freshman 
English (C-D) and CLEP Waiver categories were from the same population in 
terms of writing ability. It was also assumed that the students in the Freshman 
English (A-B) and CLEP credit categories had greater ability than students in 
the Freshman English (C-D) and CLEP Waiver categories. The students in the 
Advanced Placement category were assumed to be students with very high ability. 
Final selection of students 
A decided effort was made to obtain the participation of all students 
chosen in the original samples of 25. In some instances long-distance phone 
calls were made to parents to locate students who could not be located otherwise. 
Two students refused to participate. All of the other available students from the 
original samples participated. 
Table 1 shows the totals in each of the categories: 
Table 1. Total number in each category and number by sex 
Category No. Men Women 
Freshman English (A-B) 25 6 19 
Freshman English (C-D) 24 6 18 
CLEP Credit 24 15 9 
CLEP Waiver 23 6 17 
Advanced Placement 24 6 18 
Although no attempt was made to select a certain proportion of each 
sex, etc., as shown in Table 1, the ratio of men to women was about one to 
three, with the exception of the CLEP Credit category. In the CLEP Credit 
category the ratio of men to women was five to three. 
Description of Instruments Used 
The CLEP Subject Examination in 
English Composition (Objective Part) 
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The objective part of the CLEP Subject Examination in English Composi-
tion (Objective Test) was included in the study to assess the students' composi-
tion abilities from an objective test designed specifically to assess students' 
mastery of material usually in an undergraduate college course of English 
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Composition. This examination covers the following theories and principles 
of writing in 120 objective questions: 
1. The sentence. --Questions on such matters as mechanics, usage, 
grammar, and the rhetorical types of sentences make up approxi-
mately 30 percent of the test. 
2. The paragraph and the essay. --Approximately 15 percent of the 
test questions are concerned with unity, coherence, sentence vari-
ety, shifts in point of view, and modes of developing a paragraph. 
3. Style. --Questions dealing with levels of abstraction of the language, 
figures of speech, tone, economy of statement, denotation and con-
notation, diction, and idiom make up about 30 percent of the test. 
4. Logic in writing. --Questions about induction, deduction, logical 
sufficiency, and outlining constitute approximately 10 percent of 
the test. 
5. The English Language. --Approximately 10 percent of the test is 
devoted to matters relating to the language such as its history, 
inflection, derivations, and lexicographical descriptions. 
6. Library information. --About 3 percent of the test includes questions 
on the use of Library of Congress cards, reference books, and dic-
tionaries. 
7. Manuscript format and documentation. --Questions dealing with such 
matters as footnoting and bibliography make up about 2 percent of 
the test. (C EEB, 1970) 
Scoring. The test is machine scored. Scores can range from 20 to 
80 points with a mean of 50 and standard deviation of 10. Scores are computed 
by subtracting a percentage of the wrong answers from the right answers. 
Statistical properties. 
Standard Error of Measurement. The test has a standard error of 
measurement equal to 4. 
37 
Reliability, Using Kuder-Richardson Formula 20 adjusted for 
scores obtained by subtracting a percentage of the wrong answers 
from the right, the calculated reliability was . 87. 
Content Validity. The Test was developed by Educational Testing 
Service Staff members working with a committee of English com-
position specialists from several universities. The test covers 
material usually covered in an undergraduate college course of 
English composition. (CEEB, 1970) 
The CLEP Subject Examination in English 
Composition (Essay Part) 
The essay part of the CLEP Subject Examination in English Composi-
tion (Essay Test) was included in the study to assess the students' composition 
abilities from a writing sample. It is composed of two sections which will be 
described below. 
Section 1. Thirty minutes were allotted for this section. The students 
were asked to paraphrase a paragraph presented to them. A definition of the 
word "paraphrase" was given to the students immediately following the para-
graph they were asked to paraphrase. 
Section 2. A total of sixty minutes were allotted for the three parts 
of this section. Part "A" asked the students to write a paragraph using 
"illustration as its method of development." To write the paragraph I a list 
of ten items of information were given with the instructions that as little or as 
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much of the information as needed could be used in writing the paragraph. 
In Part B the students were told to "write a paragraph that makes use of 
comparison and contrast as its method of development." Ten item .s of infor-
mation were given in Part B. The students were told that they could use as much 
of the information given in both Parts A and B as they needed to write the para-
graph asked for in Part B. The following directions were given in Part C: 
"In one of your paragraphs, but not in both, underline and 
label the following: 
1. A complex sentence 
2. A compound sentence 
3. A simple sentence 
In both paragraphs, underline and label those sentences wh i ch 
you consider to be the topic sentences." (CEEB, 1965) 
Scoring. Each essay was graded independently three times--one time 
eacy by three members of the USU English Department. The essay graders 
were chosen by the Coordinator of Freshman English because he felt that they 
graded similarly and accurately. 
The raters were asked to grade according to the instructions that were 
given to the students for writing each section of the essay test. (These direc-
tions have been previously reported.) In addition, the following general direc-
tions were written on the essays: 
You will find below the directions for two assignments. 
The directions will ask you to apply to the writing of paragraphs 
certain techniques you have discussed in your English class. 
If you should find that you are not familiar with the terminology ' 
used in the directions, you should write the paragraphs anyway . 
Those who grade your papers will, of course, take into con-
sideration your ability to organize ideas and to express them 
effectively in standard written English. (CEEB, 1965) 
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Based on the above guidelines, each grader gave an overall essay grade which 
could range from "F" to "A". This grade was converted to a score of from 
1 to 12 points. 
To insure that the papers were graded anonymously, prior to the grad-
ing the name on each essay was removed and each essay was photo-copied 
three times. In each of the three stacks, the essays were then shuffled and 
assigned numbers at random. 
Questionnaire 
The questionnaire was used to obtain biographical and other information 
from the students to further describe and differentiate the groups in the study. 
The questionnaire was made up of some of the questions taken from two 
other questionnaires. One questionnaire was given to the sophomore norming 
sample for the CLEP General Examinations (Haven, 1964). The other ques-
tionnaire was given to the freshman norming sample for the CLEP General 
Examinations (Haven, 1967). The questions concerned the students' high school 
and college coursework, their future academic plans, age, year of graduation 
from high school, etc. (A copy of the questionnaire is included in Appendix B.) 
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Additional data. In addition to the instruments used specifically to 
assess students ' writing ability, the students' American College Test (ACT) 
scores and four high school grades were obtained. The ACT scores included: 
English, Mathematics, Social Studies, Natural Science, and Composite. One 
high school grade was . taken from each of the following areas: English, Mathe-
matics, Social Studies, and Natural Sciences. 
Procedures 
All students selected for the study were sent a letter asking them to 
participate. A self-addressed post card giving the times when the students 
could report for the study was included with the letter. (Copies of the letter 
and post card are included in Appendix A.) The students were asked to indi-
cate on the post card (by checking one of the scheduled times) when they could 
report for the study. Students who had not returned the post card by a dead-
line indicated on the card, were scheduled for the study by telephone. In addi-
tion, all students were called about 24 hours prior to the time they were 
scheduled to participate in the study to remind them of their scheduled partici-
pation. 
Because the same instruments and same procedures were used for all 
students in the study, the procedures will be described by instrument. 
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Procedures for the questionnaire 
The Questionnaire was handed to the students when they reported for the 
study. The students were merely asked to answer the questions and hand the 
questionnaire in. 
Procedures for the Objective Test 
After the questionnaires were handed in, the subjects were administered 
the Objective Test in accordance with the 1971-72 printed instructions for giv-
ing the CLEP Subject Examinations. The instructions are similar to instruc-
tions used in administering most standardized objective tests. 
Procedures for the Essay Test 
Following the Objective Test, the Essay Test was passed out, and stu-
dents were asked to write their essays using the paper and pens that were pro-
vided. (The specific directions used for administering the Essay Test are in-
cluded in Appendix C. ) 
Hypotheses to be Tested 
In order to answer the questions presented previously, null hypotheses, 
where appropriate, are framed. 
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1. Can essay raters rate reliably? 
The answer to this question is important to the study because 
if the raters cannot rate reliably, then results from the rating of 
the essays are questionable--without reliability, validity becomes 
much more difficult to obtain. 
An inter-rater reliability coefficient will be obtained using 
analysis of variance techniques. 
2. Is there a difference in the Essay Test scores of the five groups 
who have met a Freshman English Requirement in one of the fol-
lowing ways: (1) scoring 3, 4, or 5 on the Advanced Placement Test 
in English Composition; (2) scoring 390-449 on the C LEP General 
Examination in English Composition; (3) scoring 450 or above on 
the C LEP General Examination in English Composition; (4) taking 
Freshman English and receiving a Freshman English grade-point 
average of 2. 7 - 4. O; (5) taking Freshman English and receiving 
a Freshman English grade-point average of 1. 0 - 2. 3? 
The answer to this question is important to the study because 
it should indicate the ability of the Essay Test to distinguish between 
the groups. 
Hypothesis 1. There is no difference in the Essay Test scores 
of the five groups who have met a Freshman English Requirement in 
one of five ways. 
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This hypothesis will be tested using analysis of variance 
techniques . If the analysis of variance F value is significant 
beyond the . 05 level, Scheffe's method of parametric contrast will 
be used to test for significant difference between the means of the 
five groups. 
3. When ability is held constant, is there a difference in the Essay 
Test scores of the five groups? 
This question is asked to determine if differences that might 
be perceived are due to ability rather than to treatment effects. 
Hypothesis 2. There is no difference in the Essay Test scores 
of the five groups, when ability is held constant. Analysis of co-
variance techniques will be used to test this hypothesis. If analy-
sis of covariance gives an F value s!gnificant beyond the . 05 level, 
Scheffe's method of parametric contrast will be used to test for sig-
nificant differences between the means of the five groups. 
4. Is there a difference in the Essay Test scores of students who have 
taken Freshman English and students who have not taken Freshman 
English? 
The answer to this question may allow us to infer the effect of 
Freshman English on writing ability. 
Hypothesis 3. There is no difference in the Essay Test 
scores of students who have taken Freshman English and students 
who have not taken Freshman English. 
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If the analysis of variance F value obtained in testing hypo-
thesis 1 is significant beyond the . 05 level, this hypothesis will be 
tested at the . 05 level using Scheffe' s method of parametric con-
trast; if the F value obtained in testing hypothesis 1 is not signifi-
cant, this hypothesis will not be tested. 
5. When ability is held constant, is there a difference in the Essay 
Test scores of students who have taken Freshman English, and stu-
dents who have not taken Freshman English? 
The answer to this question and question 4 become important 
because both answers may allow us to infer the effect of Freshman 
English on writing ability. 
Hypothesis 4. There is no difference in the Essay Test scores 
of students who have taken Freshman English and students who have 
not taken Freshman English when ability is held constant. 
If the analysis of covariance F value obtained in testing Hypo-
thesis 2 is significant beyond the . 05 level, this hypothesis will be 
tested using Scheffe's method of parametric contrast; if the F value 
obtained in testing hypothesis 2 is not significant this hypothesis will 
not be tested. 
6. Is there a difference in the Objective Test scores of the five groups? 
The answer to this question is important to the study because 
it should indicate the ability of the Objective Test to distinguish be-
tween the groups. 
Hypothesis 5. There is no difference in the Objective Test 
scores of the five groups. 
Analysis of variance will be used to test this hypothesis. 
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If an F value beyond the . 05 level is obtained, Scheffe' s method of 
parametric contrast will be used to test for significant differences 
between the group means. 
7. When ability is held constant, is there a difference in the Objective 
Test scores of the five groups? 
This question is asked to determine if differences that might 
be perceived are due to ability rather than to treatment effects. 
Hypothesis 6. There is no difference in the Objective Test 
scores of the five groups when ability is held constant. 
Analysis of covariance will be used to test this hypothesis. 
If an F value beyond the . 05 level is obtained, Scheffe's method 
of parametric contrast will be used to test for significant differences 
between the group means. 
8. Is there a difference in the Objective Test scores of the students 
who have taken Freshman English and the students who have not 
taken Freshman English? 
The answer to this question may allow us to infer the effect 
of Freshman English on writing ability. 
Hypothesis 7. There is no difference in the Objective Test 
scores of the students who have taken Freshman English and the 
students who have not taken Freshman English. 
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If the analysis of variance F value obtained in testing hypo-
thesis 5 is not significant beyond the . 05 level, this hypothesis will 
be tested at the . 05 level using Scheffe's method of parametric con-
trast; if the F value obtained in testing hypothesis 5 is not signifi-
cant, this hypothesis will not be tested. 
9. When ability is held constant, is there a difference in the Objective 
Test scores of the students who have taken Freshman English and 
the students who have not taken Freshman English? 
The answer to this question and question 8 become important 
because both answers may allow us to infer the effect of Freshman 
English on writing ability. 
Hypothesis 8. There is no difference in the Objective Test 
scores of the students who have taken Freshman English and the 
students who have not taken Freshman English. 
If the analysis of covariance F value obtained in testing hypo-
thesis 7 is significant beyond the . 05 level, this hypothesis will be 
tested at the . 05 level using Scheffe's method of parametric con-
trast; if the F value obtained in testing hypothesis 7 is not signifi-
cant, this hypothesis will not be tested. 
10. Is there a difference in the proportion of the variability of 
Freshman English grades that the Essay Test and the Objective 
Test explain? 
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Assuming that Freshman English grades represent a valid 
measure of writing ability, this question should indicate whether 
the Essay Test or the Objective Test is a better predictor of writ-
ing ability. 
Multiple regression techniques will be used in attempting to 
answer this question. 
CHAPTER IV 
RESULTS 
The previous chapter outlined the design and procedures of the study. 
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In addition, the sample was described. In this chapter the results will be pre-
sented in the order in which the questions and hypotheses of the study were pre-
sented in the previous chapter. 
First, data regarding the Essay Test are presented. This is followed by 
the presentation of data concerning the Objective Test. Finally, data comparing 
the Essay and Objective Tests are presented. 
The Essay Test 
This section presents data pertaining to the Essay Test. Data regarding 
one question and four hypotheses are given. The hypotheses are tested at the 
. 05 level. 
The Essay Test was given to the students in the study for the following 
reasons: (1) to determine if students who completed Freshman English and stu-
dents who did not complete Freshman English could be distinguished based on an 
essay test; (2) to compare the validity of an essay test and an objective test as pre-
dictors of writing ability. 
This section will attempt to provide data regarding the first purpose 
stated above for giving an essay test. The last section of this chapter will 
present data regarding the second purpose listed above for giving an essay 
test. 
Reliability 
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The first question concerns whether the Essay Test was scored reliably. 
The answer to this question is particularly important to the study since 
there is no possibility that the Essay Test scores are valid if the tests were not 
scored reliably--the upper limit of validity is the square root of the reliability 
coefficient. Therefore, the first question is: 
Can raters rate reliably? 
An inter-rater reliability coefficient of . 825 was obtained using analysis 
of variance techniques (Winer, 1962). This coefficient indicates that raters can 
rate reliably, and allows the possibility that the Essay Test was also read validly. 
Considering the low inter-rater reliability coefficients that have general-
ly been obtained in previous studies using essay ratings, a high Reliability coeffi-
cient was not expected. However, two factors having to do with the grading of the 
essays may help to explain why the papers 'he re graded so consistently. First, 
raters were selected on the recommendation of the Coordinator of Freshman 
English who judged them to write similarly and accurately. In addition, the 
raters were told to grade the papers according to the written directions that were 
given to the students to follow in writing the essays. Studies have shown that 
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inter-rater reliability tends to increase when raters use a common set of cri-
teria for assigning scores. 
Having shown that the papers were scored reliably it is inferred that 
valid comparisons can be made between the groups in the study based on scores 
on the Essay Test. Therefore, the four hypotheses concerning the Essay Test 
have to do with comparisons between groups in the study. 
Comparison of five groups by grader 
Hypothesis 1 is: 
There is no difference in the Essay Test scores of the five groups who 
have met a Freshman English Requirement in one of the following ways: 
(1) scoring 3, 4, or 5 on the Advanced Placement Test in English Com-
position; (2) scoring 390-449 on the CLEP General Examination in 
English Composition; (3) scoring 450 or above on the CLEP General 
Examination in English Composition; (4) taking Freshman English and 
receiving a Freshman English grade-point average of 2. 7 - 4. O; (5) 
taking Freshman English and receiving a Freshman English grade-point 
average of 1. 0 - 2. 3. 
Since the Essay Test was scores independently by three graders, the data 
regarding this hypothesis is presented separately by grader. This data is fol-
lowed by a comparison of the groups when the three Essay Test scores are summed. 
Table 2 presents the Essay Test data from Grader 1. 
Table 2. Analysis of variance, means, standard deviations, and differences 
between means for grader 1 
s. v. d. f. s. s. M. S. F 
TOT 119 529.59 
TRT 4 62.0 0 15.5 0 3.86* 
ERR 115 461. 60 4. 01 
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Mean S.D . _ Xi-X.5 ___ Xi-x:4 ___ Xi-x:3 ___ Xi-X2.__ 
1. Adv. Place . 6.58 2.28 2 . 06* 1. 87* 1. 26 1. 20 
2 . CLEP Cr. 5. 38 2. 06 .8 6 .6 7 . 06 
3. F . E . (A- B) 5.32 1. 91 .8 0 .6 1 
4. F . E . (C- D) 4 . 71 1. 73 . 19 
5. CLEP Wavier 4.52 2 . 00 
*Significant beyond the • 05 level 
The date in Table 2 show that Grader 1 could differentiate only between 
the Advanced Placement group and the two lowest groups, CLEP Waiver ·and 
Freshman English (C-D). The Advanced Placement students recei ved an aver-
age between D+ and C-. 
Although there was no significant difference between the CLEP Credit 
group and any other group, the CLEP Credit group received a mean score 
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above all groups in the study other than the Advanced Placement group, and 
very much like the F. E. (A-B) group. 
The data for Grader 2 is presented in Table 3. 
Table 3. Analysis of variance, means, standard deviations, and differences 
between means for grader 2 
s. v . d. f. s. s. M. S. F 
TOT 119 681. 20 
TRT 4 81. 23 20.31 3.89 * 
ERR 115 599.97 5.22 
Mean S.D. Xi-X2 
1. Adv. Place. 5.67 2.65 2.29 * 2. 15* 1. 35 1. 09 
2. CLEP Cr. 4.58 2.12 1. 20 1. 06 .26 
3. F. E. (A-B) 4.32 2.61 .94 . 80 
4. CLEP Waiver 3.52 2.06 .14 
5. F.E. (C-D) 3.38 1. 84 
*Significant beyond the • 05 level 
Like Grader 1, Grader 2 could only differentiate between the top group 
and the bottom two groups. On the average, he gave the Advance Placement 
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students between a C- and a C. The Freshman English (C-D) group received 
an average grade of D to D+ 
Grader 2 also rated the essays of the CLEP Cr. group above all groups, 
excepting the Advanced Placement group. 
Table 4 shows the data for Grader 3. 
Table 4. Analysis of variance, means, standard deviations, and differences 
between means for grader 3 
- s. v. d. f. s. s. M.S. F 
TOT 119 587.97 
TRT 4 49.02 12.26 2.62* 
ERR 115 538.94 4.69 
Mean S. D. 
------------------------------------------------------------------- --
1. Adv. Place. 4.92 2.55 1. 75 1. 75 1. 04 1. 00 
2. CLEP Cr. 3.92 2.47 . 75 . 75 • 04 
3. F.E. (A-B) 3.88 2.24 .71 • 71 
4. F. E. (C-D) 3.17 1. 63 .oo 
5. CLEP Waiver 3.17 1. 75 
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Table 4 shows that Grader 3 did not find a significant difference be-
tween any two groups in the study. However, the significant F value obtained 
is between the Advanced Placement group and the C LEP Waiver and Fresh-
man English (C-D) groups combined. According to the mean scores given, 
the two lowest groups, CLEP Waiver and Freshman English (C-D), received 
an average of about a D grade. The highest group, Advanced Placement, 
averaged about a C-. 
In common with the other two raters, Grader 3 gave the CLEP Credit 
group the second highest mean score, . which was close to the mean score 
given to the Freshman English (A-B) group. 
Comparison of five groups by 
composite essay scores 
Table 5 shows the groups when the scores given by the three graders 
are summed. 
The data in Table 5 show that on the basis of the combined scores of 
the three essay raters, the Advanced Placement group could be distinguished 
from the Freshman English (C-D) and CLEP Waiver groups. There is no sig-
nificant difference between the mean scores given to any of the other groups. 
However, theCLEP Credit group received a higher mean score than the other 
groups excepting the Advanced Placement group. 
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Table 5. Analysis of variance, means, standard deviations, and differences 
between means summing scores for all three graders 
s. v. d. f. s. s. M. S. F 
TOT 119 4275.33 
TRT 4 566.71 141. 68 4.39* 
ERR 115 3708.61 32.25 
Mean S.D. 
1. Adv . Place. 17.17 6.80 5.95* 5.92* 3.65 3.29 
2. CLEP Cr . 13.88 5.90 2.66 2.63 . 36 
3. F.E. (A-B) 13.52 5.99 2.30 2.27 
4. F.E. (C-D) 11. 25 4.23 . 03 
5. CLEP Waiver 11.22 5.09 
*Significant beyond the . 05 level 
The data pertaining to hypothesis 1, in general, showed significant 
differences between the Advanced Placement group and the CLEP Waiver 
and Freshman English (C-D) groups only. However, the Advanced Placement 
group consistently received the highest mean score and was followed by the 
CLEP Credit group which received a score very much like the Freshman En-
glish (A-B) group. The Freshman English (C-D) and CLEP Waiver groups 
consistently received very close to the same score. 
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While the data regarding the first question and first hypothesis have 
shown that the Essay Test was scored consistently, and have shown the extent 
to which the Essay Test distinguishes between the five groups in the study, the 
second hypothesis is directed toward determining whether the groups can be 
separated when ability is held constant. 
Comparison of five groups by composite 
essay score when ability is held constant 
The second hypothesis is important to the study because, given certain 
assumptions, the effects of Freshman English may be determined. 
When the groups were chosen for the study, it was assumed that the abil-
ity of the Freshman English (A-B) group was higher than the ability of the 
Freshman English (C-D) group. It was also assumed that the ability of the 
CLEP Credit group was higher than the ability of the CLEP Waiver group. 
The Advanced Placement group was assumed to be a very high ability group. 
In addition to the previous assumptions, it was assumed that the Freshman 
English (A-B) group and the CLEP Credit group came from the same population, 
and that the Freshman English (C-D) and the CLEP Wavier groups came from 
the same population. Given these last assumptions, when ability is held con-
stant, any difference in writing ability between the Freshman English (C-D) 
and CLEP Waiver groups, or between the Freshman English (A-B) and CLEP 
Credit group might be inferred to be effects of Freshman English. 
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The ACT Composite score is used to hold ability constant (the ACT 
Composite score is the covariate in the covariance analysis) since it was the 
best measure of general ability available on each of the students in the study. 
The second hypothesis is: 
There is no difference in the Essay Test scores of the five groups, when 
ability is held constant. 
Table 6 shows how the five groups compare when ability is held constant. 
Table 6. Analysis of variance, mean and differences between means based on 
the composite essay test score when ability is held constant 
s. v. d. f. M. S. F 
TRT 4 22.01 . 78 
REG 1 496.44 17.62 
ERR 114 28.18 
Mean 
1. Adv. Place. 14.78 2.54 1.86 1.57 • 84 
2. F. E. (A-B) 13.94 1. 70 1. 02 .73 
3. F.E. (C-D) 13.21 .97 .29 
4. CLEP Waiver 12.92 .68 
5. CLEP Cr. 12.24 
*Significant beyond the . 05 level. 
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The data in Table 6 show that when ability is held constant, no two 
groups in the study can be distinguished. Therefore, it is inferred that Fresh-
man English has had little or nor effect on writing ability as assessed by the 
Essay Test. 
While the two previous questions have concerned comparisons involv-
ing the individual groups in the study, the next question concerns comparisons 
when some of the groups are combined. The data in answer to this question 
were obtained by combining the Freshman English (A-B) and Freshman English 
(C-D) groups into one group, and by combining the CLEP Credit and CLEP 
Waiver students into one group. Based upon the comparison of these two "new" 
groups, the third hypothesis concerned whether there is a differenc in the Essay 
Test scores of the students who have taken Freshman English and the students 
who had not taken Freshman English. 
Freshman English and non-Freshman 
English students 
Data pertaining to the third hypothesis should provide additional evidence 
of the effect of Freshman English. The third hypothesis is stated as follows: 
There is no difference in the Essay Test scores of students who have 
taken Freshman English and students who have not taken Freshman 
English. 
Table 7 presents the data from the Freshman English and non-Freshman 
English students. Scheffe's method of parametric contrast was used to obtain 
the F value. 
Table 7. Parametric contrast of Freshman English and non-Freshman 
English students on the Essay Test 
Freshman English (F. E. (A-B) and 
F. E. (C-D) 
Non-Freshman English (CLEP Cr. 
and CLEP Wvr.) 
x 
12.41 
12.57 
S.D. F 
5.28 • 0211 
5.62 
As Table 7 indicates no significant difference was found between stu-
dents who had completed Freshman English (Freshman English (A-B) and 
Freshman English (C-D) groups) and students who had not completed Fresh-
man English (CLEP Credit and CLEP Waiver groups). From this datum it 
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is also inferred that Freshman English has little or no effect on writing ability. 
The fourth hypothesis concerns how the Freshman English students and 
non-Freshman English students compare when ability is held constant. 
Freshman English and non-Freshman 
English students when ability is held 
constant 
This hypothesis is important because there remains the possibility that 
a significant difference will be found comparing the Freshman English and non-
Freshman English students when ability is held constant. The fourth hypothesis 
is: 
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When ability is held constant, there is no difference in the Essay Test 
scores of students who have taken Freshman English, and students 
who have not taken Freshman English. 
It was not necessary to test this hypothesis since an insignificant F value 
was obtained in testing hypothesis 2. Therefore, there is no significant differ-
ence in the Essay Test scores of Freshman English and non-Freshman English 
students. From this datum it is also inferred that Freshman English has little 
or no effect on writing ability as measured by the Essay Test. 
Summary of the Essay Test data 
The Essay Test was scored reliably and from this it was inferred that 
scores on the Essay Test served as a basis for making valid group comparisons. 
When five groups were compared based on their mean Essay Test scores, 
the Advanced Placement group could be distinguished from the CLEP Waiver and 
the Freshman English (C-D) groups. The means of the other groups were not 
significantly different, although the groups were placed consistently with the 
Advanced Placement group receiving the highest mean score. The CLEP Credit 
group was placed second and received a mean score very much like the Fresh-
man English (A-B) group. The CLEP Waiver and Freshman English (C-D) groups 
received essentially the same score. 
When ability was held constant, there was no significant difference be-
tween any two of the five groups. 
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When the students who had taken Freshman English were compared with 
students who had not taken Freshman English, no significant differences were 
found. This was true whether or not ability was controlled. This data was sug-
gested as inferring that Freshman English has little or no effect on writing abil-
ity. 
The Objective Test 
While the previous section has considered a question and four hypo-
theses pertaining to the Essay Test, this section will be concerned with the four 
hypotheses previously presented as they pertain to the Objective Test. The 
hypotheses are tested at the . 05 level. 
The Objective Test was given to the students in the study for the same 
reasons the Essay Test was given. These reasons were: (1) to determine if 
students who completed Freshman English and students who did not complete 
Freshman English could be distinguished based on an objective test; (2) to compare 
the validity of an essay test and an objective test as predictors of writing ability. 
This section will attempt to provide data regarding the first purpose stated 
above for giving an objective test. The last section of this chapter will present 
data regarding the second purpose listed above for giving an objective test. 
Comparison of five groups 
by objective test 
The fifth hypothesis is: 
There is no difference in the Objective Test scores of the five groups. 
Tables 8 and 9 show how the groups compared based on the Objec-
tive test. 
Table 8. Analysis of variance, means, standard deviations and differences 
between means of the Objective Test 
s. v. d. f. S.S. M.S. F 
TOT 119 10,267.33 
TRT 4 4,126.42 1031. 60 19. 32* 
ERR 115 6,140.91 53.40 
Mean S.D. 
1. Adv. Place. 55.38 6.82 15.46* 13.77* 7.26* 3.55 
2. CLEP Cr. 51. 83 8.83 11. 91 * 10.22* 3. 71 
3. F. E. (A-B) 48.12 8.11 8.20* 6.51 
4. CLEP Waiver 41. 61 6.36 1. 69 
5. F.E. (C-D) 39.92 5.93 
*Significant beyond the . 05 level 
Since many of the differences between sample means shown in Table 8 
are significant at the • 05 or . 01 level, Table 9 reports these significant dif-
ferences separately. 
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Table 9. Sign ifi cant Obj ecti ve Test diffe r ences 
Group Diffe r ence 
Adv. Place. vs. C-D (F.E.) 15.46 * 
Adv . Place. vs. CLEP Waiver 13.77 * 
Adv. Place. vs. A-B (F. E.) 7. 26 * 
CLEPCr. vs. C-D (F.E.) 11. 91 * 
CLEP Cr. vs. CLEP Waiver 10. 22 * 
A-B (F.E.) vs. C-D (F.E.) 8.20 * 
*Significant beyond the • 05 level 
As shown in Table 8 and 9 most of the groups were separated by the 
Objective Test - -six of the ten comparisons between the group means were 
significant. However, the relative standing of the groups is consistent with 
the Essay Test, and there was no significant differences between the Freshman 
English (C-D) and CLEP Waiver groups, or between the Freshman English (A-B) 
and CLEP Credit groups. 
Group comparisons holding 
ability constant 
Using the ACT Composite score to control for differences in the ability 
of the groups, the next hypothesis concerns how the five groups compare on 
the Objective Test when ability is held constant. Assuming that the Freshman 
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English (A-B) group and the CLEP Credit group came from the same popula-
tion, and that the Freshman English (C-D) group and CLEP Waiver group came 
from the same population, the data pertaining to this hypothesis should help 
show the effect of Freshman English. The sixth hypothesis is: 
There is no difference in the Objective Test scores of the five groups 
when ability is held constant. 
Table 10 shows how the groups compare when ability is held constant. 
Table 10. Analysis of variance, means, standard deviations and differences 
between means on the Objective Test when ability is held constant 
s. v. d. f. M.S. F 
TRT 4 112. 84 3.29* 
REG 1 2239.69 65.22 
ERR 114 34.27 
Mean Xi-X 3 
1. Adv. Place. 50.31 6.24* 5.09 1. 96 1. 29 
2. F. E. (A-B) 49.02 4.95 3.80 .67 
3. CLEP Cr. 48.35 ~28 3.13 
4. CLEP Waiver 45.22 1.15 
5. F. E. (C-D) 44.07 
*Significant beyond the • 05 level 
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The data in Table 10 indicate that when ability is held constant, the 
only significant difference between the groups is between the Advanced Place-
ment group and the Freshman English (C-D) group. Since there was no sig-
nificant difference between the Freshman English (A-B) and CLEP Credit 
groups, or between the Freshman English (C-D) and CLEP Waiver groups, 
the data regarding this hypothesis seem to infer that Freshman English has 
little or no effect on writing ability as measured by the Objective Test. 
Freshman English and non-Freshman 
English students 
Having shown that Freshman English has little or no effect on writing 
ability when the individual groups in the study are compared, the seventh 
hypothesis concerns whether a difference can be found between students who com-
pleted Freshman English and students who were excused from Freshman English. 
The data from this comparison was obtained by combining the Freshman English 
(A-B) and (C-D) groups into one group, and by combining the CLEP Credit and 
Waiver groups into one group. The seventh hypothesis is: 
There is no difference in the Objective Test scores of the students who 
have taken Freshman English and the students who have not taken Fresh-
man English. 
Table 11 presents the data from the Freshman English and non-Freshman 
English students. Scheffe's method of parametric contrast was used to obtain 
the F value. 
Table 11. Parametric contrast of Freshman English and non-Freshman 
English students on the Objective Test 
Freshman English (F. E. (A-B) 
and F. E. (C-D)) 
Non-Freshman English (CLEP 
Cr. and CLEP Waiver) 
44.10 
46.83 
S.D. F 
8.18 1.2243 
9.22 
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As Table 11 indicates, no significant difference was found between the 
mean Objective Test scores of students who completed Freshman English and 
students who did not complete Freshman English. From this datum it is also 
inferred that Freshman English has little or no effect on writing ability. 
Freshman English and non-Freshman 
English students holding ability constant 
Although it has been inferred from the previous data in reference to the 
Objective Test that Freshman English has little or no effect on writing ability, 
hyrpQ:thesis•, ,eight ·· concerns whether there is a difference in the writing abilities 
of Freshman English students and non-Freshman English students when ability is 
held constant. Data in reference to this hypothesis are important because there 
remains the possibility that there is a significant difference between these groups 
when ability is held constant. The eighth hypothesis is: 
There is no difference in the Objective Test scores of students 
who have taken Freshman English and students who have not taken 
Freshman English when ability is held constant. 
The data in reference to this hypothesis are presented in Table 12. 
The F value was obtained using Scheffe's method of parametric contrast. 
Table 12. Parametric contrast of Freshman English and non-Freshman 
English students on the Objective Test holding ability constant 
Freshman English (F. E. (A-B) and 
F.E. (C-D) 
Non-Freshman English (CLEP Cr. 
and CLEP Waiver) 
x 
46.60 
46.82 
F 
• 0338 
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As shown in Table 12 there is no significant difference between those 
who have taken Freshman English and those who have not taken Freshman 
English when ability is held constant. From this datum it is also inferred that 
Freshman English has little or no effect on writing ability as measured by the 
Objective Test. 
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Summary of the Objective Test data 
The Objective Test distinguishes between most of the groups in the 
study. However, there was no significant difference between the Freshman 
English (C-D) and CLEP Waiver groups, or between the Freshman English 
(A-B) and CLEP Credit groups whether or not ability was held constant. From 
these data it was inferred that Freshman English has little or no effect on writ-
ing ability as measured by the Objective Test. 
There was no significant difference in the writing ability of those who 
had completed Freshman English and those who had not completed Freshman 
English, whether or not ability was held constant. This was also accepted as 
further evidence that Freshman English has little or no effect on writing ability. 
Comparison of the Essay Test and the Objective Test 
While the previous sections of this chapter have considered the Essay 
and Objective Tests separately, this section attempts to make a direct compari-
son of the two tests. The ability of the two tests to predict Freshman English 
grades will be compared. 
Prediction of Freshman English grades 
The second question is: 
Is there a difference in the proportion of the variability of Freshman 
English grades that the Essay Test and the Objective Test explain? 
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The data in answer to this question are from the two groups of stu-
dents in the study who took Freshman English (Freshman English (A-B) and 
Freshman English (C-D)). In addition to the Essay and Objective Test scores 
each student received, the students' ACT English, Mathematics, Social Studies, 
and Natural Science scores and four high school grades including the English, 
Mathematics, Social Studies, and Natural Science grades were used to deter-
mine the proportion of variability that could be attributed to each of these vari-
ables. Table 13 presents these data. (The complete regression analysis data 
is included in Appendix D.) 
Table 13. Percentage of variability of Freshman English grades explained 
by ACT scores, high school grades, and the Essay and Objective 
Tests. (Listed in order of deletion from regression analysis.) 
Variable 
Essay Test 
H. S. Nat. Sci. Grade 
H. S. Math. Grade 
H. S. English Grade 
ACT Soc. St. Score 
ACT Nat. Sci. Score 
ACT English Score 
ACT Math. Score 
ACT Composite Score 
H.S. Soc. St. Grade 
Objective Test 
Total 
Percent of 
explained variability 
.2 
1.1 
.9 
2.7 
4.5 
• 3 
.2 
.8 
.5 
7.6 
21. 9 
40.7 
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The data in Table 13 show that, of the variables included in the regres-
sion analysis, the Objective Test is the best predictor of Freshman English 
grades, while the Essay Test is the least useful in predicting Freshman English 
grades. Assuming that Freshman English grades are a valid indicator of writ-
ing ability, it can be inferred from these data that the Objective Test is a more 
valid measure of writing ability than the Essay Test. 
Although the variables are listed in Table 13 in the order of their dele-
tion from the regression analysis, it can be observed that the order of deletion 
does not always coincide with the percentage of explained variability. This can 
be explained by the way in which the percentage of variability is obtained--
after each variable is deleted, the remaining variables in the analysis are re-
evaluated relative to each other. Therefore, it sometimes happens that the next 
variable to be deleted explains little of the remaining variance since it is highly 
correlated with another variable which remains in the analysis. 
The data in Table 14 shows how the Essay Test and the Objective Test 
compare when these two variables are the only variables included in the regres-
sion analysis to predict Freshman English grades. 
The data in Table 14 also indicate that the Objective Test is a better pre-
dictor of Freshman English grades than the Essay Test. It can also be observed 
that the Essay Test explains only an additional • 4 percent of the variability ex-
plained by the Objective Test. These data confirm the findings of previous studies 
which have found that an essay test adds very little to the prediction of writing 
ability obtained from a well-made objective test. 
Table 14. Percent age of variability explained by the Essay Test and the 
Obj ecti ve Test 
Variable 
Essay Test 
Objective Test 
Total 
Summary of comparison of Essay 
and Objective Tests 
Percent of 
explained variability 
.4 
21. 9 
22.3 
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The Essay Test was the least useful predictor of writing ability (Fresh-
man English grades) of a number of variables. The Obj ective Test was the 
best predictor of writing ability. From these data it was inferred that the Ob-
jective Test is a more valid measure of writing ability than the Essay Test. 
The Essay Test added only . 4 percent to the explained variability in 
writing ability provided by the Objective Test. 
Summary 
Essay Test 
The Essay Test was scored reliably and, therefore, it was inferred 
that it served as a basis for making valid group comparisons. 
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Based on the Essay Test the Advanced Placement group received the 
highest mean score and was followed by the CLEP Credit group who received 
a mean score very much like the Freshman English (A-B) group. The Fresh-
man English (C-D) and CLEP Waiver groups received virtually identical mean 
scores. 
It was inferred, based on the Essay Test, that Freshman English has 
little or no effect on writing ability since there was no significant difference 
between the Freshman English (A-B) and CLEP Credit groups, or between the 
Freshman English (C-D) and CLEP Waiver groups whether or not ability was 
controlled. The same inference about Freshman English was again made since 
there was no significant difference between students who had taken Freshman 
English and students who had not taken Freshman English whether or not ability 
was controlled. 
Objective Test 
Although the Objective Test showed many significant differences between 
the groups in the study, the relative placement of the groups based on their 
mean Objective Test scores was consistent with the relative standing of the 
groups on the Essay Test. The Advanced Placement group was first, followed 
in· order by the CLEP Credit and Freshman English (A-B) groups. The Fresh-
man English (C-D) and CLEP Waiver groups received essentially the same 
mean Objective Test score. 
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There were no significant differences between either the Freshman 
English (A-B) and C LEP Credit groups, or between the Freshman English 
(C-D) and CLEP Waiver groups whether or not ability was controlled. There-
fore, it was inferred that Freshman English has little or no effect on writing 
ability. 
There was no significant difference between students who had com-
pleted Freshman English and students who had not completed Freshman En-
glish. This datum was also accepted as inferring that Freshman English has 
little or no effect on writing ability. 
Comparison of Essay and 
Objective Tests 
The Objective Test was found to be a much better predictor of Fresh-
man English grades than the Essay Test. Assuming that Freshman English 
grades are a measure of writing ability, it was inferred from these data that 
the Objective Test is a more valid measure of writing ability than the Essay 
Test. 
Since the Essay Test explained only an additional . 4 percent of the vari-
ability in Freshman English grades that was not explained by the Objective Test, 
it was inferred that even a reliably scored essay test adds little to the predic-
tion of writing ability obtained from a well-made objective test. 
CHAPTER V 
SUMMARY AND CONCLUSIONS 
Problem and Objectives 
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The practice of excusing students from college composition courses on 
the basis of their performance on a strictly objective test of writing ability h!s 
recently come into wide use. However, the review of literature has suggested 
that there is little direct evidence to validate the use of either an objective or 
an essay test of writing ability as the basis for excusing students from composi-
tion courses. The objective of this study was to more directly assess the 
validity of excusing students from college composition courses based on a strict-
ly objective test of their writing ability. 
A pronounced change in the way the Utah State University ~eshman 
English Requirement could be met occurred in consecutive years. This change 
enabled a relatively direct assessment of the validity of excusing students from 
Freshman English based on the CLEP General Examination in English Composi-
tion, a strictly objective examination. 
During the 1970-71 school year all freshman students at Utah State Uni-
versity who had not received Advanced Placement credit in English Composition 
were required to take Freshman English. Fall Quarter of the next year, 1971-
7f, all entering Utah State University freshman students who had not received 
Advanced Placement credit in English Composition were required to take the 
CLEP General Examination in English Composition , and wer e exc used fr om 
Freshman English for scoring above 389 on this examination. 
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In attempting to assess the validity of excusing students from Freshman 
English, the Objective Test and the Essay Test were used as the criteria of 
writing ability. Groups of students who had taken Freshman English during the 
1970-71 school year were compared with groups of students who were excused 
from Freshman English based on the CLEP General Examination in English 
Composition in the fall of 1971. 
Eight hypotheses and two questions were framed which basically con-
cerned how the groups who had completed Freshman English compared with the 
groups who had not completed Freshman English based on the criteria. The data 
relevant to the hypotheses and questions formed the bases for the assessment of 
the study. 
Data alone do not permit conclusions and generalizations from the study. 
Generalizations and conclusions must also be based on the assumptions, design 
and rigor of the study. 
Given the assumptions underlying the choice of groups for the study, 
the effects of Freshman English were inferred. Students who had not taken 
Freshman English tended to score equally as well on the criteria as students 
who had completed Freshman English. Given the assumption that Freshman 
English grades are a valid criterion of writing ability, the Objective Test was 
shown to be a better measure of writing ability than the Essay Test. 
Limitations of the Sample 
Generalizations should not extend to groups who score below 390 on 
the CLEP General Examination in English Composition or to students who 
failed one or more quarters of Freshman English. 
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The ratio of males to females within the comparative groups must also 
be considered in making generalizations. However, the fact that the CLEP 
Credit group contained about twice as many men as any other group, yet, per-
formed very well on the criteria relative to the other groups, adds support to 
the assessed writing ability of this group. 
Limitations of the Instruments 
The fact that there is really no satisfactory way of measuring writing 
ability is a limitation of this study as well as any study which attempts to 
assess writing ability. 
The fact that the grades given to the five groups in the study only 
ranged from approximately a "C" to a "D" may be due to the Essay Test per 
se since the Advanced Placement students had been judged, previous to the 
study, as being capable writers based on criteria which had included an essay 
test. 
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Oth er Limitations 
This study investigated only one type of Freshman English program. 
The findings, of course, may not apply to another type of Freshman English. 
Conclusions 
In view of the above limitations and using the Essay and the Objective 
tests as the criteria of writing ability, it seems safe to conclude that students 
who were excused from Freshman English based on the CLEP General Exami-
nation in English Composition write as well as students who completed Fresh-
man English, and there is no difference in the writing abilities of the Freshman 
English (A-B) and CLEP Credit students, or between the Freshman English 
(C-D) and CLEP Waiver students. In view of these conclusions, it seems 
safe to conclude that the assumptions regarding the selection of the Freshman 
English and non-Freshman English groups are valid, and the CLEP General 
Examination in English Composition has been accurately applied at Utah State 
University. 
Based on the assumption that Freshman English grades are a valid cri-
terion of writing ability, it is concluded that the Objective Test is a more valid 
measure of writing ability than the Essay Test, and further concluded that the 
Objective Test can predict writing ability quite accurately independent of the 
Essay Test. In consideration of these two conclusions and a previous con-
clusion that the CLEP General Examination in English Composition has been 
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accurately applied at Utah State Univers ity , it is al so concluded that a strict -
ly objective test can validly be used to excuse students from freshman com -
position courses. 
Implications 
The present study represents a relatively direct assessment of the 
validity of granting college composition credit based on the CLEP General 
Examination in English Composition. Based on the data obtained, the CLEP 
General Examination in English Composition should continue to be used to 
meet the English part of the Utah State University Communications Require-
ment. 
Recommendations for Further Research 
Since the data were gathered for this study, Utah State University 
has begun awarding different amounts of composition credit for various 
scores on the CLEP General Examination in English Composition. A study 
of this "new" program would seem appropriate. 
Although the present study has investigated relatively short-term ef-
fects of Freshman English, a study of the long-term effects of Freshman 
English may be appropriate. 
A study of the effects of other freshman composition programs may 
also be worthwhile. 
Recommendations for further research may be grouped into these 
areas: multiple cut-offs for awarding composition credit; long-term effects 
of Freshman English; effects of other programs of freshman composition. 
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Appendix A 
Letter and Postcard Sent to Students 
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UTAH STATE UNIVERSITY· LOGAN. UTAH 84321 
OFFICE OF THE 
VICE PRESIDENT 
Dear 
STUDENT AFFAIRS 
h.pril 6, "}..'}72 
The University has made some si~nj fic l3.nt changes in some of its policies 
during the current school year. At the pres ent tiue, we c:1.re examining 
the progr ,im of g rc:1nting credit Ly examination. In this connection, we 
are conducting a study to dete ::"mine the role of exc:1.Ininations in awarding 
credit for Freshmen English by examination. 
::e h ,ve ::,elected yuu to r ·.:.rticipate in thLs study . ·,1e n eed you to t ake 
,c1 cx,._-;tln,, ti on in En~lish co.i1posi Li. c ,n, wb ich ha ::; not ; ,reviously been 
gi ven ;1t USU. Thi s test, which wiJ 1 rt:quire c:1.bout three hours to corllJ~·lete, 
will be p:iven at the follow int: time s : 
8usiness Building, R .. 1. 209, Tue s. .1-1.JJril 25: 2: 30 p.; : . . 
? usiness Building, Em. 209, T11cs. April ~5: 6: (X) p.t•. 
Business Buildin e , fun. 211, ':/ e.j. ,1.pril 26: 6:0G p.,l . D • Building, R ~- 211, Thurs.A pr il 27: 2 : 30 p . :.1. .. ,usiness 
Fl e ii.se fill out the enclosed post card 1.1nd mail it prior to .i1pril 17, 
in di catin f, when you wi 11 truce the ex.a::..ination, sc that we c an be pre pa red 
fo r yo u. If you have any questions, call 752-41 00, extension 7591, or come 
t o Roo 1,1 ~ in the Old Mafo Building. 
Thi , stud_y will make an important contribution to the University. :..s a 
token of a.ppreciation for your participation, you will receive a '.)$). 00 
honor;,,rium for completin ~ the test. 
Thank you very ruch for your help. 
:..;incerely, 
,2!::~:7.(1~M ~i~~ T. Checketts 
Assistant Coordinator 
!"will report for 
Business 
Business 
Business 
Business 
• Postcard Sent To Students 
Dr. Keith T. Checketts 
Main #2 Counseling & Testing 
Utah State University 
Logan, Utah 84321 
the examination: · (Check one) 
Building, Rm. 209, Tues . Apr. 25 2:30 p. m. 
Building, Rm. 209, Tues. Apr. 25 6 :00p. m. 
Building, Rm. 211, Wed. Apr. 26 6:00p. m. 
Building, Rm. 211, Thur Apr. 27 2:30p.m. 
Please reply before April 17. 
--- -- -- -- -- ----- - - -----------------
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QUESTIONNAIRE 
1. Please indicate sex. 
(A) Male 
2. 
3. 
(B) Female 
What 
(A) 
on 
(C) 
(D) 
(E) 
Year 
(A) 
(B) 
(C) 
(D) 
(E) 
is your age, in years, as of your last birthday? 
18 or less 
19 
20 
21 
22 or more 
of graduation from high school? 
Prior to 1968 
1968 
1969 
1970 
1971 or later 
96 
4. On the basis of your trades, which of thP following best describes your 
acade~ic standin~ in your high school graduating class? 
(A) In the top ouarter 
(B) In the second quarter 
(C) In the third auarter 
(D) In the lowest quarter 
5. In your high school work (grades 9-12), how many academic years of 
English did you complete? 
(A) 4 years or more 
(B) 3)s years 
(C) 3 years 
(D) Less than 3 years 
6. In your hi~h school work (grades a - 12) ho"' many acaden,fc year! of 
¥athematics did you complete? 
(A) 4 years or more 
(B) 3 or 3l.s years 
(C) 2 or 2~ years 
(D) 1 or 1'1 yea .rs 
(E) Less than 1 year 
7. In your high school work (grades 9-12), hO'o7 many academic years of 
Forei~ Language (both classical and modP.rn) did you complete? (If 
you took tl'Ore than one languar.e, give the total time for all languages.) 
(A) 7 years or more 
(B) 4 to 6~ years 
(C) 3 or 3!.: years 
(D) 2 or 2~ years 
(E) Less than 2 years 
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8. In your high school work (~rades 9-12) how many acade~ic year~ of Science 
did you complete? 
(A) 4 years or more 
(B) 3 or 3~ years 
(C) 2 or 2~ years 
(D) 1 or 1~ years 
(E) Less than 1 year 
9. In your high school work (p,rades 9-12), how many academic yeAr~ of 
Social Studies and History (e.e., Civics, Geography , Fconomics, etc.) 
did you complete? 
(A) 4 years or more 
(B) 3 or 3~ years 
(C) 2 or 2~ years 
(D) 1 or l ~ years 
(E) Less than 1 year 
For each of the following troad fields of study (Questions 10-14) mark· 
' 'A" for the one ar,=,a in which you will have completed the most 
college courses to this date in college. 
"B" for any other areas in which you will have completecl one or 
more courses. 
''C" for any areas in which you have had no courses. 
10. English 
(A) 
(B) 
(C) 
11. Humanities (including Foreign Langua~e, Fine Arts, t'usic, Philosophy, 
Religion, Art) 
(A) 
(B) 
(C) 
12. Mathematics 
(A) 
(B) 
(C) 
13. Physical and Biological Sciences 
(A) 
(B) 
(C) 
14. Pistory and Social Sciences 
(A) 
(B) 
(C) 
15. During the past week, how many hours did you spend in studying for 
courses exclusive of time spent in class? If the last week was not 
typical, p,ive the number of hours in a typical week. 
(A) Lese than 10 hours 
(B) 10 to 14 hours 
(C) lS to 24 hours 
(D) 25 hours or more 
98 
16. During the past week, how many hours ~id you spend in paid employment? 
If the last week 11as not typical, give the number of hours in a typical 
week. 
(A) 
(B) 
(C) 
(D) 
(E) 
Less than 1 hour 
1 to 7 hours 
8 to 16 hours 
17 to 24 hours 
25 hours or more 
17. Which of the following most nearly describes your chief reason for 
coming to college? 
(A) I wanted to make social contacts and develop my social s~ills. 
(B) I wanted to prepare myself for a better-payiny job than I would 
otherwise ~e able to ~et. 
(C) A college degree is necessary in order to enter the profession I 
have chosen. 
(D) I weitted to increaae rrry general knowled~e. 
(E) I wanted a chance to find out what line of work 1 would ~e most 
interested in. 
18. Which of the following beet describes the relation of your present colle~~ 
plans to a possible career in teaching? 
(A) I will probably not prepare to teach. 
(B) I will probably prepare to teach in elementary school. 
(C) I will probably prepare to teaeh in secondary school. 
(D) I will probably prepare to teach in a college or university. 
19. Do you plan to go on to a graduate or professional school (e.g., law, 
medicine, business, etc.) after college? 
(A) Yes 
(B) No 
(C) Undecided 
20. Which of the follcn-,fng areas hest describes the main emphasis in your plars 
for education ~ond the present academic year? (Please mark only_.:_!!!! 
of the undergraduate areas listed even thourh more than one may seem 
applicable.) 
(A) Do not plan to continue beyond the present academic year 
(B) Agriculture (including Agronomy, Agricultural fconomics, Forestry, 
Soils, etc.) 
(C) Biological Sciences (including Eotany, Pre-Dental, Pre-Medical, etc.) 
(D) Business (including Accountinr,, Bua. Administration, Marketing, 
Finance, Industrial Management, etc.) 
(E) Education (including Elementary fducation, Business F~ucation, 
Physical Education, etc.) 
-4-
20 continued 
(F) Engineering (including Chemical Engineerinr., Civil fnpineering, 
Electrical Engineerin~, l~echanical Engineerin~, etc.) 
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(G) Home Economics (including Dietetics, Family and Child nevelopment, 
Nutrition, Textiles and Clothing, etc.) 
(H) Fumanities and Fine Arts (including English, Fine Arts, ~odern and 
Classical Foreign Lanp.uage5, Journalism, Music, Philosophy, P.elir,ion, 
etc.) 
(I) Physical Sciences (including Astronomy, Biochemistry, Chemistry, 
Geology, Physics, etc.) 
(J) Mathematic• 
(K) Social Sciences (including P.conomics, Government, Fistory, Political 
Science, Pre-Law, Sociology, etc.) 
(L) Undecided 
(M) Other 
21. Which of the following most nearly describes your feelinr- about your high 
school preparation for the college work you have completed? 
(A) My high school preparation was excellent. 
(B) My high school preparation was good. 
(C) My high school preparation was satisfactory. 
(D) My high school preparation was fair. 
(E) My high school preparation waa poor. 
22. Of the courses you have had in college, how many have you found really 
interesting? 
(A) None of them 
(B) Some, but less than half 
(C) About half of them 
(D) Most of them 
(E) All of them 
23. Which one of the following do you consider your stronr,est academic area? 
(A) English 
(B) Humanities (including Forei~ Language, Fine Arts, ~sic, Philosophy, 
Religion, Art) 
(C) Mathematics 
(D) Physical and Biological Sciences 
(E) History and Social Sciences 
24. In comparison with fellow students in classes at your colle~e, ~ihich of 
the following best descr1bes your academic performance so far in collepP.. 
(A) In the top quarter 
(B) In the second quarter 
(C) In the third quarter 
(D) In the lowest quarter 
25. How well has your academic performance in colle,e compared with your 
expectations? 
(A) I have done better than I expected to do. 
(B) I have done about as well as I ex1>ected to do. 
(C) I have not done as well as I expected to do. 
Appendix C 
Directions for the Essay Test 
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Directions for the Essay Teat 
Introduction: The English Composition Essay Test consists of two 
sections. Section One is 30 minutes, and Section Two is 60 minutes. Rocord 
your essays on the lined paper we have provided. Make sure that your name 
is at the top of the first page. 
You may proceed from ono section of the teat to the next without 
waiting for a signal from me. However, when 30 minutes have elapsed, I 
will announce that even though you may not have finished Section One, you 
must proceed to Section Two. Are there any questiono? 
SECTION I 
When I give the signal, open your test booklet to Section Ono, read 
tho directions, and begin work. You will have 30 minutes to work on Section 
One. Begin work. 
SECTION II 
(At th~ end of 30 minuteo) If you have not already done so, begin 
wvrk on Section Two which consists of Parts A,B, nnd c. You.will have 
60 minutes to work on Section Two. If you finish your work on Section 
Two be£ore time is called, you may turn back and work on Section One. 
• 
Appendix D 
Multiple Regression Data 
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~ 
1 
2 
3 
4 
5 
6 
Name and Number of Each Variable as it is Listed in the 
Multiple Regression Analysis 
N~ 
 
Essay Test Score 
ACT Er.glish Score 
ACT ~.a.thematics Score 
ACT Social Studies Score 
ACT Natural Science Score 
ACT Composite Score 
Multiple Regression Data 
No. 
7 
8 
9 
10 
11 
12 
~ 
High School English Grade 
High School Mathematics Crade 
High School Social Studies Grade 
lii&h School Natural Science Grade 
Objective Test Score 
Freshmen English GPA 
HE G~ESS I ON ANAL Y S l S Of VAH I ABLE 12 (Freohmen English GPA-Dependent Variable) 
SOURCE 
TOfAL 
VAH 1 
VAR 2 
VAR 3 
VAR 4 
VAR 5 
VAR 6 
VAR 7 
VAR 8 
VAH 9 
VAk 10 
VAR 11 
MOOEL 
ERROR 
DF 
~8 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
l 
1 1 
37 
MEAN SwUAkE 
0,2668112 
F RATIO 
0•1010552 
J.43 .. 24<; 
4,34.3413 
J.57'+198 
3,775800 
4,llb66b 
1,2l<J341 
0,75~b655 
3al9b021 
o.757c,310 
l,860747 
RSw= 0,4067U73 
VAR 
b C O > 
:; ( l ) 
ti C 2) 
t:, ( 3) 
tH 4) 
~ ( 5) 
b C 6 > 
b( 7) 
IH 8) 
IH 9) 
cClO) 
ts C 11 ) 
COEfFICit:.Nl 
0,6507666 
.s1i2654E·o2 
O.lJ/3150 
0,14996J4 
Oal.305114 
o.1~46842 
·o.s111412 
0.1198732 
,9431715E•o1 
o.21o<Jt94 
·,~234113E•01 
.1089321E•o1 
•20b75!5E•Ol 
0,70525.21 
01891..,565 
Oa73J9918 
o.7753925 
0,8453921 
0·2504020 
Oa15o00.3/ 
Oa656321i9 
0.1556270 
Oa3b2l202 
0.4735160 
Oa20j3585 
~ET~ •2717~89£+24 
-- ···--- ---- .. . -- -·- -- - -· -~-____ .. ________ . ·- . ··-
ST, l.lJE.F, A Vt 
•523')690£•01 
.i? • 58 J6 7 3 
12.4v816 
19,5~102 
18 • 6.., 388 
20,40960 
21,81633 
20.20531 
.3,224490 
2.11 .. 286 
J.26!:>306 
2,97~592 
44elV204 
0,9113432 
la84J046 
1,217352 
1,513048 
•4,219581 
0,165YU28 
0•144354'1 
0,27.3607~ 
•0,12b0654 
0•29'll229i 
...... 
0 
~ 
. ---- ···- . . .... - . - -
Regression Data Continued (2) 
VA f< I ABLE 1 w I LL NO w tj E OE LET ED (Essay Teat Score) 
REGRESSION ANALYSIS UF VAHIABLE 12 
SOURCt: 
TOTAL 
VAR 11 
VAR 2 
VA f< 3 
VAR 4 
_VAH 5 
VAR 6 
VAR 7 
VAK 8 
VAl1 9 
VAR 10 
MODEL 
E:HROR 
uF 
48 
1 
1 
1 
l 
l 
1 
1 
1 
1 
1 
10 
38 
ME Al't SlilUARE 
0.2608112 
o.4947511 
o.73tiY23f 
Oe89791S6 
0, 72"16291 
0. 78c'.260f:l 
0 • 85t:'ti4 d l 
0,26JJ79b 
Oel836383 
0,640056.., 
0·1478707 
0,5lb7800 
0,2005036 
F RATIO 
2.46(542 
3,67,J6J 
4,4/b3:JO 
3.630982 
3,901479 
4,25J529 
1 .Jlj5~l 
0,9150850 
3,19i246 
0,737't962 
f<SQ= 0,40~0773 
VAR 
tj' 0) 
cH l l > 
b C 2) 
EH 3 > 
b C 4) 
t:H 5) 
t; c b ) 
t3 C 7 > 
tj ( 8) 
8 C 9) 
tH 10 > 
DET= ,34l6465E+21 
COEFflCl~NT 
u.6169003 
.2u3293b£•01 
o.1396610 
0 • l ':>U4 3t 1 
o.1.rn1003 
O, lS,31"11 
•o,5740709 
Oell25673 
0'1006132 
o.2v734o6 
•,8002617[•01 
VAf<lAfJLE 10 l'llLL NOW dE DELt::TEO (High School Natural Science Grade) 
REGRE~SION ANALYS!S UF VARIABLE 12 
SOURCE 
TUT AL 
VAR 11 
'wAR 2 
VAH 3 
VA?. 4 
'w A~ 5 
V At< 6 
VAH 7 
VAfo< 6 
VAf< 9 
MOO EL 
ERtWR 
C)f 
48 
1 
1 
l 
l 
1 
1 
1 
1 
1 
9 
39 
MEAN SQUARE 
0,2666112 
0.6020052 
0,601'2401 . 
o.7eb28d3 
o.6163992 
0,6627429 
v.73o310o 
0,23J6163 
0,10d9594 
Oa64lldl.62 
0,5599922 
0.1991541 
F RATIO 
3,022811 
3,0S'illd 
3,958163 
3 • 09:>06 7 
3d217d9 
3,691191 
lel73043 
0.5471111 
3,219536 
R S Q • 0 • 3 9 3 5 J l , ' 
VAR 
b( 0) 
tH 11 > t;' 2 ) 
tH 3) 
t:H 4) 
b C 5) 
tH 6) 
b ( 7) 
b C 8) 
t:H 9) 
uET= •1479e~6E+20 
CCJ£ffIC1£NT 
O,Siij4247 
.i~l2899E•01 
o.1i12915 
0,1379929 
0.1161?67 
Ot1Jjj40~6 
•O,Sl 'H273 
0,1150467 
,71.607779£-0l 
0,20752t,8 
ST, COEF. 
0.3219752 
0 • ~ 20 ',I~ 3 5 
1,848801:l 
1.213~17 
1.519259 
•4.236730 
0,16~6314 
0,1539901 
0,';.669727 
•0'1244650 
ST. COEF. 
0,35CJ4772 
0,8049974 
11695931 
lt063176 
1,3536ld 
•3,831239 
0,1592229 
0'1133773 
0,2692090 
AV~ 
~.58J673 
44tlv204 
19,5:>102 
ld16'13b8 
20.40980 
2lad!633 
l012tl531 
3.224490 
.c:! • 71 "286 
J,26:>306 
2.971;592 
A V t. 
c!,58J673 
44,1U204 
19,5:-.>102 
l 8 • 6'13ts6 
~0140980 
~l.8lb33 
20,20531 
3,224490.,.... 
2,7l't286 ~ 
3,265306 
Regression Data Continued (3) 
\I AH l ABLE 8 W l LL "40 i'I BE Dt::LE TED (High School :~thematics Grade) 
riEGRESSION ANALYS!S UF VARIABLE 12 
SOURCE OF MEAN SQUARE F RATIO VAR CO£FflCit.NT sr. COE.f • AVt:. 
TUT AL 4 8 012668112 tH 0) o.~0310'+6 2158.l673 
VAR l l l 0,7324035 3171~6b7 b c l l ) ,23946~1£-0l 013192899 44dU204 
VAR 2 1 016109421 3110~816 tH 2) O,ltl55'i0 o,~067725 l9a5:>l02 
VAR 3 1 0177t'11'}7 3t~2:>43d lj c 3) U, l 3 650,; 7 1,618685 1816'1306 
_VAR 4 l 01584:>217 2aY6d63~ IH 4 ) u,lL2a2-,2 1,0523d3 ~0•4o';80 
VAR 5 1 0,68d5496 3,490965 tH 5) 011409316 1•37 t:1526 il18l633 
\I AR 6 l 0,73J29li 31724l'i6 BC 6) ·o.s1ao543 ·3·823320 20.20531 
VAR 7 1 0,34:>2366 l.75J367 b( 7) 0.13518~2 0,1870930 3,224490 
\I AR 9 1 0,9327208 4,731047 t;( 9) 0,2360163 0,3061634 3,26~306 
MODEL 8 0,61(>3713 RSQ= O,J~~0~33 
t:RROR 40 0,1906992 DET= •7451991)£+18 
VARIABLE 7 w I LL NOH ~E DEL£ TED (High School English Grade) 
REGRESSIO~ ANALYSIS uf \IAHIABLE 12 
SOUR Cl:: UF MEAN SQUARE F RATIO VAR CUEFF lCit:.NT ST, COEF, A \It:. 
TOTAL 48 0,266dll2 f,' 0) 0 • 7 Iii Ot:15U8 i,58J673 
VAH 1 l 1 l.OY~513 5.470"3-t8 d C 1 l ) ,2d28876E.•Ol 0,4480352 44dv204 
VAR 2 l 0,6191704 J.0811:367 tH 2J O.li23700 0,0121552 19,5:>102 
\I At< 3 1 o.72od848 3,62:>049 BC 3, 0.1..123146 1.626145 16,6'1386 
VAR 4 l ·O, 5 7 o 11 7 2 4:!.87.H56 t:H 4 ) 0.1120001 lt044743 i0•409ts0 
II AH 5 1 0,5901509 2,973066 B( 5) 0,13040.32 1,27S543 21,81633 
VAR 6 1 0,7130193 3, SS:>901 IH 6> ·o,s1073~o •3,769.302 20,20531 
I/ AR 9 1 1,328282 6, 6242 71:S t:H 9) 0,2724392 0,)534116 3~26:>J06 
MOU EL 7 0,6S5104d RSQ:s 0•35t!OC>63 ~ 0 
ERROR 
" 1 0,2005172 OET• ,3944C>47E+17 
c.n 
Regression Data Continued (4) 
\I AR I At, LE 4 WI L l ~ 0 W BE O t. l ET ED (ACT Social Studies Score) 
riE~RESSlON ANALYSlS UF VAHlABLE 12 
SOURCE 
TOTAL 
VAR 11 
VAH 2 
'vAk 3 
VAR 9 
VAN 5 
VAR 6 
MODEL 
Efo<ROtt 
UF 
48 
l 
l 
1 
1 
1 
1 
6 
"2 
p.1£AN SQUARE 
0126t>8112 
l14273d4 
a5664399E•Ol 
0116d40/6 
l10d5222 
.36249dd£•Ol 
0'1863962 
Oa66d2694 
Oe20'i460l 
F RATIO 
6,8145d8 
01270'+2~6 
O,d04v0d3 
5el81047 
Oel73v634 
0,8890891 
KSl.l• 0,3130015 
VAR 
t:I ( 0) 
t:I C 11 > 
t;j( ,2) 
tH 3) 
b c ~) 
tH 5) 
t:I ( 6) 
DET~ •o58<,7S9E+l5 
Cu£FflCitNT 
01754!>661 
.31775o6E•Ul 
.lcd30J1E•Ol 
e21305J9E•u1 
o.i'+28924 
e 1:2794'12f.•Ol 
•.67019o5E•01 
VARIABLE 5 WlLL NOW BE DELETE.D (ACT Natural Science Score) 
REu~ESSlON ANALYSIS Of VARIABLE 12 
SOURCE DF M E A I~ S Q U A R £ F ~ATIO VAR CO[FfIClt.NT 
TOTAL 48 0,266811i tH 0) 017~21s~3 
\I AR l l 1 11722522 ·i;.)84879 tH 11 > t33296~5E•Ol 
V At< 2 1 .3ldi5ti9E•Ol Oel54'i218 tH 2) ,11156:>7E•ul 
VAH 3 l 0.1333237 0,6i.d-J924 tj( 3) ,1602414£•01 
VAR 9 1 1.001076 5,165097 BC 9) . 0.2302840 
VA~ 6 l 0,19248d7 Oa9.36Y953 BC 6) •,44733'l7E•Ol 
MODEL. 5 017946733 ~SQ= Odl02:>ll 
ERROR 43 0,2054319 OET:c e387926BE+ll 
ST. CUEF. 
0150J2637 
0,101054<, 
Oe26ld4.30 
0,31S0832 
o.12::>1539 
•011+946152 
sr. COEf, 
0,5273434 
,7404485£•01 
0·1909364 
Oa29t,7273 
·0,3301399 
AV£ 
2e58J673 
~4,10204 
19,5:>102 
18,6'1388 
3,26:>306 
~1,81633 
20,26531 
AVl 
2e58J673 
44•10204 
19•5!)102 
18 1 6 Y 3d!:S 
3,26:>306 
20.20531 
~ 
0 
O') 
Regression .Data Coctinued (5) 
VAR 1 A~ LE 2 W IL l NOW ~ E DEL. E. TED (ACT English flcore) 
AEGRESSION ANALYSIS Of VARIABLE 12 
50URCE 
TUT AL 
VAR 11 
~VAR 6 
VAR 3 
VAk 9 
MODEL 
ERROR 
Ur 
4~ 
1 
1 
l 
1 
4 
44 
ME A I~ s ~ u A R E 
0,260d112 
1.7~5609 
0,16d51ol 
Od035i;Ql 
l,Oi9713 
0.9853851 
0,2014863 
f RAT!u · 
8,.71J690 
0,836J651 
0 • ~ l 4U 7 'll'i 
5ol105!:j5 
KSQ• O,JOf7o60 
VAR 
d( O> 
a c 11 > 
tH 6) 
ti C 3 > 
tH 9) 
DET• •1517158E+11 
VARIABLE 3 WILL NOW t3E DELETED (ACT Mathematics Score} 
REGRESSIO~ ANALYSIS Of VAklABLE 12 
SOURCE 
TUT AL 
VAH 11 
VAf< 6 
VAk 9 
MODEL 
ERROR 
OF 
48 
1 
1 
1 
3 
45 
MEA~ SUUAHE 
0,2660112 
l,6S4045 
•64 'i3612E•Ol 
0,9640173 
1,279320 
0'1993106 
F RATIO 
8,298830 
013~5d036 
4a83o758 _ 
RSQzs 0•29<;6782 
VAR 
tH O> 
~ C 11 ) 
tH 6 > 
tH 9) 
DET• •2516272[+08 
COEft"ICI£NT 
0 • t;" 7514 5 
,33,5871E•vl 
-.3 .. 32432[•01 
elJ106~4£•0l 
0,2t25S~4 
COEFFICit.NT 
0.1132100 
,3131803E•01 
•,1J23608E•ol 
0,2136018 
ST, CCEf, 
0,5315002 
·o,2s _JJ1a1 
0•1610842 
0,288706~ 
ST, CUEf, 
0•4960220 
••9708425£•01 
0•2770870 
AV!:: 
2,5oJ673 
44•lU204 
20,20531 
18 • 6 'I 38ti 
J,26:>306 
AV t. 
2, 58 .16? .3 
'+4,lu20~ 
20.20531 
3,26,306 
-
"'"' 0 
-.J 
Regresaion Data Continued (6) 
VARlAdLE 6 WILL NOW ~E D!:.LETED (ACT Composite Score) 
~EGRESSIO~ ANALYS!S Of VARIABLE 12 
SOURCE 
TOTAL , 
VAR 11 
~AH 9 
MODEL 
ERROH 
UF 
48 
l 
1 
2 
46 
MEAN SOUAHE F RAT l 0-
Ot26odll2 
2·311502 11.76999 
0,9706732 4,942593 
1,8d6512 HS y 11: 0•29461.i7d 
0.1963894 OE T= 67dd7,4 ·, 
VAR 
~( 0) 
t:Hll) 
8( 9) 
CUEF~ lCIE.NT 
Oe6d91918 
,2708858£•01 
0,2143199 
VAR l ABLE 9 W I LL I~ 0 w BE DELETE O {High School Social Studies Grade) 
REGRESSION ANALYSIS UF VARIABLE 12 
SOURCE 
TOTAL 
VAH 11 
MCIOEL 
ERkOR 
OF 
48 
l 
1 
47 
ME•~ SUUARE 
0,266bll2 
.c,d02351 
2•802351 
0•212t,6 .36 
VARIABLE 11 (Objective Test Score) 
F RATlO 
13.10501 
RSQ:a · 0•2ld815l 
OET:11 3212•490 
VAR 
tH 0) 
8 C 11 > 
CUEfFICH.NT 
1,lH1109 
·2953523(•01 
STe ClJEf• 
0•42'110268 
0•2780186 
ST. COEF, 
Qr,467'l767 
AVL 
2e58.3673 
~4•1U204 
.3•26~306 
A Vt. 
2,58J673 
44•1V<04 
...... 
0 
(X) 
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